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SUMMARY.

*  The aim of the study was a search for factors influencing the
achievement of black and white elementary pupils in urban schools orf
varying raclal and social class composition. Key variagbles tested in-
clude school racial composition, current and cumulative, school social
class level, current end cumulative, teaching style as appraised by
observers, and the interracial friendliness of -classmates as evidenced
by their sociometric choices.

Previous research on the relatioan of school racial composition
to achievement is inconclusive. The sbscnce of cumulative measures of
racial experience or before and after measures of achievement weakens
cross—-secvional studies, while longitudinal studies are apt to be con-
founded by radical changes in quality of schooling. Moreover social

" psychological theory suggests that on most dimensions the superiority
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of integrated over segregated schooling is not clear-cut but is con-
ditional on other variables, especially the attitudes and behavior of

the teacher and of other children in the classroom.

The sample included all children in 36 sixth grade classrooms,
2 in each of 1f schools randomly drawn from & matrix representing the
racial and social class distribution of interracial elementary schools
in the cilty. The classrooms varied from 7 to 100 in the percentage of
black children enrolled and from lower to middle in nean SES; of the
total 956 children slightly over half were white. Data to measure
achievenent, parental occupation and previous schools attended were
copied from school cuwmilative records. State racial censuses
established the racial composition of cily schools over a six-year
period. After week-long observations in each classroom teachers were
rated on Ryans (1960) Characteristics of Teachers Scale. A sociometric
test was the source of information on peer-group friendship patterns.

-FINDINGS

Multiple regression snalysis revealed that the major hypothesis
as to a positive relation between school racial composition and aca-
demic. achievement, is confirmed under certain conditions. For white
children, cumulative vercentage white is related to fifth grade Math and
sixth grade Reading and IQ scores, even with third grade Reading Achieve~
ment controlled, but current percentage white is related to Math, Reading
and GPA (6) only when prior achievement is not controlled. For black
children, cumulative percentage white is related to Math and Attendance
(6), and current percentage white is related to Math. Wo relationship
yas found between either measure of racial composition and black achieve-
nent in reading, or black or white mark for sixth grade conduct. The
betas are larger and more frequently significant for the white than for
the black sample, with cumulative rather than with current school ver-—
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cent vhite as the indcpendent varieble, and for achievement in math
than for any othar dependent varisble.

The beneficial effect of cumulative percentage wvhite on achieve-
ment in mathematics appeared to be stronger for boys (of both races)
than for girls.

For whites school SES, but not family_SES, is significantly re-~
lated to verbal achievement; for blacks family SES bubt not school SES
is so related. This finding suggested that the use of a social cléss
index more often appropriate to the situation in black than in white
families allowed us to assign to family SES variance that would other-
wise be assigned to peer SES. Indeed, vhen the regressions were re-
run for the sub-sample whose mothers had been -interviewed and for whom
more accurate and complete measures of SES were &vailable, school _ES
vas no longer significantly related to white reading achievement. :How-
ever, the originel finding of a relation between school racial compo-

" sition and reading for white but not for black children was confir@ed.

Pactor analysis of ratings of the 36 teachers of these class-
rooms revealed three clusters of characteristics ("Human,” "Competent,”
and "Fair"). TFor black pupils Humanrness and Competence correlated
positively with growth in reading and Fairness with conduct. For
vhite pupils Humsnness correlated with GPA and conduct, Cempetence
vith reading growth, and Fairness with attendance. But entering tﬁese
factor scores into ‘the equaflons did not reveal any signiticant re-

\J?tjf‘hfhi’f‘}\n'{-"’f"'” ol n~o ﬁavprn-ﬂ-qr(\ whit and’ vr.h"q avariant Yhere none

‘_had existed before. ‘ "
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Popularity with the other race, as revealed by sociometric rat-
ings received, proved to be significantly related to the GPA and at-
tendance records of both black and white children, but inclusion of
this varieble among those entered into the regression eguations had
no effect on the betas for class percent white. However the relation
between popularity and grades was strOﬁger for both races when they
vere 1n a mlnoxlty group situation.

Cross—tabular analysis cast doubt on the acsumption of linearity
in the relation between independent and dependent variables 50 per-.
cent wnite in schools seems to be an important boundary for both

races. Thus the effect of racial context on achievement mey in fact
be greater than sppears in the regression analyses without correcblons
for nonlinearity.

) The finding of a stronger effect for cumulative then for current
percentage vhite is logiczl and explaing why previous studies without
cumulablve measures of the 1ndependent variable have dlscov’red 80
little effect.

The stronger effect for white than for black children may be
an "ecological fallacy," since a selective factor may be responsible.

12
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White families who remain in racially changing neighborhoods are
probably of lower social clags than appears.

The stronger effect for mathematics than for reading may also
be an artifact of inadequate measurement in that no early measure of
guentitative ability was available to the study. Or else the explans--
tion may be that math is (a) a school lewrned skill, and (b) poorly

taught in ghetto schools.

_ Future tests of the hypotheses of this study should include
cumulative measures, not only of racial composition, as this study did,
but also of teacher characteristics and veer group friendliness. Be-
fore end after measures of achievement in several school-learned skills
would also be valuable. But until more definitive tests force us to
reject the hypothesis, it is our tentative conclusion that both white
and black children show higher achievement in schools over 50 percent
white. ’

Desegregating school systems should note the evidence that di~
mensions of teacher behavior affect black and white children differently
and should pay greater attention to the selection and training of
teachers for these classrooms. Optimistic attitudes (expectancy of
success) and humen relations skill are apparently more important than
subject competency in raising the achievement of minority group chil-
dren. -

The dats also show soms supporht for the proposition that the
acadenic success of minority group students is contingent upon their
acceptance -inlo the majority group peer structure. Since peer group
status correlates with other types of status, the position of those
low on, several dimensions is indeed vulnerable end calls for teachers
vho knov how to intervene effectively in support of children (of either
race) vho find themselves in a racially isolated situation.
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CHAPTER I

INTRODUCTION

In 1954 the United States Supreme Court declared de jure school
segregation unconstitutional. Though the decision was based in part con

- the opinion of social scientists that segregation stigmatizes and harms

minority group children, little empirical evidence in support of this
opinion was available. The 195L4-6L4 decade saw growing public concern
over the academic retardation of many minority group children, growing
recognition by educators that segregation (either de facto or gg_jgzg)
is probably at least in part respoasible, but no definitive research
evidence to support such a proposition. The object of the present study
is to determine the short-term and long~term effects of school racial

_composition on the academic achievement of black and white elementary

school pupils arnd to determine the effect on the above relationship of
the friendliness of a child's teacher and his classmates.

DESEGREGATION RESEARCH

Four types of studies of the effect of school rac1al composition
on achievement are reported in the llucraturc.

(1) Longitudinal one-group studles, such as those by Hansen
(1960), stallings (1959), and Katzenmeyer.(1963), measure subjects be-
fore and after desegregation but lack pre and post measurements on a
matched control group. Each of the above researchers found that achieve-
ment improved under desegregation, but in each case the gains might be
due to changes in the quality of schooling rather than to changes in
the racial composition of the classroon,

(2) Cross-—sectional studies compare integrated and segregated
students at one point in time, but lack prior measurements and thus can-
not establish the original equivalence of the two groups of subjects.
Such cross-sectionsl studies either find no difference between segre-

"gated and integrated pupils (Crowley, 1932; St. John, 1962; Matzen,

1966; Radin, 1966; Vane, 1966) or find that integrated pupils are superior
(Samuels, 19)8 Lockwood, 1966; Jessup, 1967). But without measurement
of the ability of pupils at the outset of their careers in segregated

and integrated settings, such studies cannot prove that such differences
as are found are due to racial composition, rather than to a tendency

for achievement-oriented parents to select integrated neighborhoods
and/or schools.

The Equality of Educational Opportunity Survey (Colemsn, 1966) is

' by far the largest survey of this type, with data on over 600,000 students

O
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in some 4,000 schools across the country. Its evidence as to the extent,
both of segregation and of minority group scademic retardation, was

15
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clear. Less clear, for a number of methodological reasons, was its evi-
dence as to the relation between segregation and rstardation. The Re-’
port found the strongest relation between verbal achievement and the
home background of the child or his schoolmates, but surprisingly little
relation between characteristics of the school or its teachers and pupil
achievement. A number of researchers have suggested that, had Coleman
been able to mateh teachers and their own pupils, a much stronger school
effect or a stronger relationship between segregation and achievement
might have appeared. ther scholars have suggested the importance of
looking at peer group friendliness when testing the relation between
racial composition znd achievement (Katz, 1968; Pettigrew, 1967). But
no studies to date have been able to control adequately on these and
other classroom dimensions.

Another limitation of the EE0OS is that it was in no sense a lon-
gitudinal study. Achievement scores wvere based on tests given once in
September, 1965. It was not possible to measure pupils before and
after exposure to a given school, teacher, curriculum or group of
classmates. The school experience since the first grade of pupils
found grouped in each classroom on the day of the survey undoubtedly
varied from child to child, but these previous school experiences go
largely unmeasured. Reanalysis of the EEOS by the U. S. Commission on
Civil Rights (1967) and by McPartland (1968) and Smith (196S) clarify
many of the relationships reported in the Coleman Report, but cannot
go beyond the basic limitation of survey data referring to one point
in time.

(3) Post facto longitudinal studies also compare segregated and
‘integrated subjects-in the present, but have access to prior test
scores of their subjects and thus have some statistical control over
contamination of the findings by self-selection. However the experi-
mental and control samples may be unmatched on other variables.

Wilson's study reported in the Appendix of the Civil Rights Com-—
mission Report (Wilson, 1967) is of this type. It has the advantage of
two types of longitudinal data, first grade mental maturity test scores
and measures of school social class and racial integration for each
student at each educational level, primary, intermediate, junior and
senior high. Wilson found a strong relationship between social class
segregation and achievement, but no:. relationship between racial segre-
-gation and achievement. Since Wilson's finding was based on data
gathered in a single school district, there is a need for replication
of his findings based on longitudinal data from other cities. '

(4) studies with an exverimental design either randomly assign
sUubjects to segregated or integrated schools or draw samples of chil-
dren in the two settings that aré matched on a number of variables and
then measure the differences in growth for the two groups over one or
more years. The author has reviewed elsewhere. (8t. John, 1970a) the
‘results of nine quasi-experimental studies in which ghetto children
transported to. predominantly white schools were compared with children
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that remained in segregated settings: In five of these studies gains

were greater for the desegregated than for the segregated children (Rock,
1967; Laird and Weeks, 1966; Jonsson, 1967; Mahan, 1968; Dressler, 19467).
. However in no case is the possibility of some degree of staff selection

or self-selection ruled out. Moreover there is no attempt to memasure
{(or control) the guality of education in the segregated and integrated
settings. BEspecially when pupils are busssd from a centrfal city to a
suburban school system is it probable that gains are due to the quality
of schooling rather than the factor of racial composition alone. When
the segregated and integrated remain within a single school system
variation in school quality is probably smaller.

The Role of the Teacher

In one of the bussing experiments, reviewed above, Project Con-

" cern (Mahan, 1968), the evaluator reported that when central city

teachers accompanied their pupils to the suburban school and supplied
extra remedial and guidance service, gains were greater than when

pupils did not receive such support and assistance. This finding sug-
gests the important role that teachers probably play in the adjustment
of children to interracial classrooms. In 1958°the Yarrows, swmarizing
the experience of an integrated summer camp, wrote, "The data point to
the counselor as a pivotal figure in determining ‘the success of desegre-
gation. . . . Personal security and warmth in the counselor facilitate

"the growth of good intergroup relationships among the children" (Yarrow

and Yarrow, 1958, pp. 58-59).

Other social scientists have also recognized the important role
of the ‘leader in any desegregated situation (Allport, 195L4; Dean and
Rosen, 1955) or of the teacher in the desegregated classroom (Group for
the Advancement of Psychiatry, 1957; Clark, 1965; Katz, 1967; Taba,
1955). That teachers can have a great 1nfluence on’ mlnorluy group chil-
dren can also be inferred from such research evidence as Gottlieb's
(196h4) finding that white teachers perceived ghetto children more. nega-
tively than did black teachers, Amos' (1952) report that Negro pupils
believed teachers to be more unfavorable to them than did white pupils
or than their teachers themselves claimed to be, and the Davidson and
Lang (1960) demonsiration of a relation between children's perceptions
of their teachers' feelings towards them and their actual achievement.
Researchers also find that children perform better if thelr teachers
expect them to do so (Rosenthal and Jacobson, 1968) or dispense praise
and positive reinforcement (Clark and Walberg, 1966). Such studies all
lend support to the hypothesis that in the desegregated classroom

characteristics of the teacher will have a strong effect on the achieve- -

ment, self-concept and peer group behavior of pupils. But this predic-
tion remains largely untested. '

It is not only in regard to the adjustment to an integrated situ-
ation that the effect of a teacher on his pupils is insufficiently docu-
mented. There is also little evidence of teacher effectiveness in re-
gard to any other kind of outcome. Sarane Boocock revievs 25 years of

17
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research only to conclude, "Very little seems to be known about the re-
lationship between vhal teachers do in the classrozm and the subsequent
behavior of students" (Boocock, 1966, p. 6). Biddle (196k4) agrees:
"The bulk of studies of teacher effectiveness to date have produced
negligible results."

As Michelson (1969) says in a recent article, very rarely do
studies of teachers' characteristics relate these to measures of stu-
dents'' performance. For instance, Ryans' (1960) impressive study of
the classroom behavior of 6,000+ teachers in 1700 schools relates .such
behavior to dozens of other characteristicsof the teachers, but not
at all to what their pupils learned. Similarly, evaluations of New
York City's large scale Open Enrollment and More Effective Schools
projects (Fox 19b6) measured teacher behavior as well as pupil achieve-
ment and friendship choices, but did not relate these variables. Cur-
‘rently, with the demand for more complete evaluation of publicly funded
programs and with the involvement of economists in studies of inputs
and outputs of schools, the spotlight is very much on the output side
of the ledger. A review by Wynne (1969) of recent evaluation research
indicates that these studies have made little progress in measuring
teacher effectlveness

Interracial Friendship as Intervening Variable

That the academic success of minority group students in inter-
racial classrooms is contingent upon their acceptance into the majority
group peer structure is a proposition that hus veen forcefully argued
by a number of social psychologists. For instance, Pettigrew (1967)
draws this conclusion from the data gathered by Coleman and others (1966)
and reanalyzed by the U, S, Commission on Civil Rights (1967). '"Desegre-
gation is a necessary. but not sufficient condition for integration,
since integration involves in addition toracial mix a climate of inter-
racial acceptance." In desegregated schools vhere teachers reported no
racial tension, Negro shtudents were found to have high verbal achieve-.
ment, firm college plans, and positive racial attitudes. Further evi-
dence that the interracial climate of the school intervened between
the fact of desegregation and its benefits for students is McPartland's
(1.968) finding that ninth grade Negro students who had close white _
friends were more likely than others to plan college, even, with class-
room racial composition and family background cortrolled (p. 302) and
. that white students with Negro friends were less u, ' than others to

want an all-vwhite school (p( 325), Katz (1964 and 1067) proposed, on
the basis of his reviev of social psychological literature and labora-
tory experiments with black students in bi-racial situations, that
school desegregation involves both "social threat” and "social facili-
tation." The relative strength of such factors devends on the. degree
of acceptance and approval the students meet in the new situation.

Though the evidence of the Coleman data is suggestive and the
reasoning of Katz and Pettigrew most plausible, their hypotheses have
not as yet been fully teSde In order to demonstrate that the bene-
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‘fits of integration are mediated through peer friendship, we need a
better understanding of interracial friendship. This means studies
that go beyond statistical manipulation of the relative numbers of
black and white children (as the independent variable) and their test
scores or questionnaired attitudes (as the dependent variables). We

ust examine systematically the desegregation procéss and interaction
in the classroom and develop adequate mcasures of a '"climate of inter-
racial acceptance.'

DIMENSIONS OF SCHOOL RACTAL MIX

This section attempts to pull together those insights of social
‘psychologists and deductions from various bodies of theory that seem
most useful in framing a set of conditional hypotheses as to the re-
lation between aspects of school raclal m1x and the attitudes and be-
haviors of pupils.

Many proponents of school integration base their case not on any
intrinsic merits of racial mixture per se, but on the assumption that
only integration will assure black children (a) quality schooling and
(b) classmates of mixed social class backgrounds. Their arguments are
in part reality-based and compelling. On. the other hand, in our diverse
and dynamic nation, it should also be realistic to coﬁtemplate achieving
for blacks top quality schooling and some measure of socilal class inte-

gration without racial integration. JTn any case it is theoretically as
“wall 2s practically important to understand the separate effechs on
children of the racial varisble. Our question then becomes: -Holding
constant the guality of schooling and the social class level of fellow
pupils, what does the racial composition of'a school mean to a pupil?
At least six dlmen51ons%seem to be involved. In each case the superi-
ority of the integrated”™ over the segregated school 'is not clear-cut,
but is conditional on other varisbles. We will first consider the case
of -the black child and then reverse the coin and attempt to anply the
same logic to the case of the whlte child.

Dimensions of School Racial Mix (a) for Black Pupils

1.. Symbol of Powerlessness _ S 2

An involuntarily segregatéd school can be considered a symbol of
the powerlessness of the black community. Whether segregated by law,

7‘:Ma.ny.Writers avoid the word "integrated," as implying inter-
racial acceptance. 'Desegregated" is, however, not appropriate for a
school that has always had pupils of both races. We will use "integrated”
{or "bi-racial') to refer both to schools that have long been inter-
racial and to those that have recently become -so, without any implica-
tion thereby as fto the accepuance of the mlnorlty group into the life of
- the school. :
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by administrative gerrymandering, or by discriminatory housing prac-
tices, schools ‘have not been one-race-because of the wishes of the black
community. Repeated polls testify, even today, to the preference of’
most black parents for integrated schools (Brink and Harris, 1964 and
1967; Marx, 1967; Pettigrew, 1969). The child who attends a ghetto
school, therefore, can be expected to feel consciously or unconsciously
that he is daily participating in black power’essness and in the sym-
bolic denial by America of its democratic ideals and of the egquality of
all citizens (Clark, 1955; HARYOU, 196k; Pettigrew, 1969).

On the other hand, Carmichael and Hamilton argue that those
parents who put theilr children into integrated schools are thus sup-~
_porting black powerlessness in a still more insidious way. They are
acting ""on the assumption that there is nothing of value in the black
commmnity'™ and "that in order to have a decent house or education,
black people must move into a vwhite neighborhood or send their chil-
dren to a white school" (Carmichael and Hemilton, 1967). Moreover,
being in a minority, such parents have even less potentlal,influence
on the policies of the school than they have in the ghetto. This sug-.
. gests that a segregated school is not neceésarily a symbol of power-
lessness, nor an integrated school a symbol of powerlessness denied.
The essential condition is self- determination, both on an individual
and communiiity level, or as Hamilton and Carmlchaﬁl put it, the aboli-
tion of dependent colonial status. :

On this symbolic dimension, then, the child who attends an in-
tegrated rather than a segregated school would. benefit only if the
desegregation were voluntary or achieved through community effort (as
"in the case of "Operation Exodus") (Teele, Jackson, and Mayo, 1967).
On the other hand, if a community achieved control of .a ghetto school
‘and managed it successfully, its children might experience more .sense
of pover than former classmates who have fled the ghetto to a white
neighborhood (Clark, 1965; Hamilton, 1968).

2, Sense of Relative Deprivation

" .One aspect of the sense of powerlessness is the perception of
relative deprivation in comparison with members of another group.
Robert Merton (1957) studying this problem in relation to the American’
soldier in Worid War II found that soldiers sometimes compared them-
selves with buddies, sometimes with strangers in the same social cate-
gory, and sometimes with those similar in some salient respects and .
dissimilar in others. Predicting which among possible reference groups
fien will choose %o compare themselves with proved an interesting and
tricky. theoretical issue.

Altogether the medﬁan years of schooling of Negroes in this
#country has risen rapidly in the last two decades; they nevertheless

. experience relative deprivation in respect to educational opportunity.

Pettigrew (1964) discussed the recent actual gains but psychologi-
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cal losses of Northern Negroes. They feel, he said, left behind when
they contemplate the rapid gains.of Soutzern Negzoes and Africans, but
particularly left behind when they compare themselves with white Ameri—
cans (Pettigrew, 1969). This is surely still true, six years later.

Moreover, it is unlikely that there have been as many actual gains
in the quality of schooling available to the residents of the ghetto as
there have been in their quantity of schooling completed. Thus Northern
black parents, comparing their children's schools with those they them-
- selves attended a generation ago or with those available to Southern
black children today, may have little cause for satisfaction. But in
this day of rising expectations of minority people, it is the white
children in the szme metropolitan area that black parents and children
would most naturally choos¢ as their comparison group. In-reference to
these' children, similar in age and region, but dissimilar in color,
ghetto residents surely feel they are not getting their fair share of
the school pie, either with respect to the replacement of outworn
buildings, provision of school supplies, assignment of teachers, cur-
‘riculum offered, or especially with respect to formal or informal influ-~
ence on policy formation,

Attendance at an integrated school, however, would not necessarily
lessen a black child's sense-of relative deprivation, any more than it
would mitigate his sense of powerlessness. In fact his sense of rela-
tive deprivation in relation to the white pupils with whom he is in
daily contact might be even more acute than that of ghetto children in
relation to unknown white pupils in distant schools. .Several factors
might govern whether or not a sense of inequality develops; emong such
factors are his social class background in relation to that of his
classmates, the adequacy of his previous academic training in relation
to theirs (Katz, 1964), whether he, and not they, has a long bus ride to
school, whether he is placed in a lower track than most of the children,
and whether the teachers are fair and integrated and the curriculum
recognizes his cultural heritage as well as that of majority groun chil-
dren,

3. Perceptions of the Expectations of Significant Others

In the past, few participants or observers have held high expec-
tetions for the pupils of a ghetto school. Neither principals, nor
teachers, nor community residents (in general), nor parents (in particu-
lar} have believed that such a school would maintain high standards or
prepare children to compete on an equal footing for college entrance or
jobs (Clark, 1965). Brookover and others have hypothe31zed and -found
evidence of a correlation between (1) the parent's or teacher's estimate,
of the ability of a child, (2) the child's perception of such estimates,
(3) the child's rating of his own ability, and (h) the.child's actual
performance (Brookover, et al., 1965; Davidscn and Lang, 1960; Schwartz
and Tangri, 1965). In the now femous experiment reported by Robert
Rosenthal and Lenore Jacobson (1968), randomly selected pupils made sig-
nificant gains in IQ test scores after their {eachers had been led %o



expect such gains, In view of such evidence, we can aséuﬁé that chil-
dren would not be unaffected by the low expecvations for themselves as
a group and as individuals as long as they remain in the typlcal ghetto -
school.

Jn an integrated school, however, a black child does not neces-
sarily escape the depressing effect of low exnectations of others. The
expectations of staff and pupils may here be low, not for all as in the
ghetto school, but merely for the "culturally deprived," the bussed, or
the black pupil. The effect could be all the more devastating. The
fact that in such a school his parents’ expectations for him are usu-
ally high, coulid be, sug bests Katz {1968), actually dysfunctional for
a ‘child, if his anxiety is thereby raised and he is not supported by
equally reassuring expectations (and help) from his teacher. A new
. school or desegregation invites "a transformation of identity" (Strauss,
1967), but such transformation might go either way and might lesd a
‘child to assume or shed the conventional role of the Negro (Pettigrew,
196h; Grier and Cobbs, 1968). It all depends on the expectations and
perceptions of the other actors on the new stage.

k. Universalistic Standards of Excellence

Moynihan {1968) argues that in a caste situation such as the
rural South personal characteristics have little chance of affecting
achievement, but when a Negrc moves to. the urban North .he can for the
. First tlme experlence success and failure, ©So, too, when a child
Tmoves {rém e stercgatzd to an *“L:;:atud':cL“vl, }:'r'y'lc;vc a pro-
tected situation and faces more "universalistic standards" of excel-
-lence and the opportunity for cross-racial evaluation (Pettigrew and
Pajonas, 1965; Pettigrew, 1968). Katz (1967) believes that such cross-
racial comparisons can have both a high incentive value and a high in-
formational value. The black child wants to succeed in the interracial
classroom and there learns that many whites are not better students

. than he.

But the adventages of realistic competition can be off-set by
~fear.of failure. . Katz goes on to postulate that in view of generally
inadequate early training, either at home or in segregated schools, a
desegregated child will often have a low probability of success. He -
may not be prepared to live up to expectations of his parents and his
ovn motivation to do well. Anxiety and lowered self-concept follow
(Katz, 1968). To use Merton's terminology, he has adopted the "cul-
tural goal' of academic and vocational success, but may not have
gained through desegregation .the "institutional means" of realizing
that goal (Merton, 1957). Whether the resulting conflict leads %o
inner stress or to outer rebellion, it may teke its toll. Thcugh aca-
demic failure, anxiety and deflation of aspiration are thus possible in
the desegregsted classroom, the opposite phenomena is just as possible.
There are several determining conditions. One is' the initial differ-
énce in.achievement level of black and white children. Another is the
availability of school academic policies that .favor overcoming handi-
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ceps. Most important is the classroom atmosphere~-the friendliness of
the teacher and white children and the "social facilitation" they af-
ford to the newcomers (Katz, 196L4).

An integrated school not only offers universalistic standards
against which an individual can judge his own achievement. It also
necessarily offers a curriculiwm which strasses the dominant culture.
Though the history of minority groups in this country and their contri-

butions to American life is an important part of the curriculum of
’ any public school, it is only a part. A segregated school is potentially
adaptable to the needs and interests of its special population. An in-
tegrated school may be necessarily less flexible in this regard.

5. Contagion from Peers

"Another dimension of school racial composition is exposure to
classmates with certain values, norms, and cultural patterns. Suther-
"land's theory of differential association as an explaration of juvenile

delinguency can be turned inside out, to become an explanation of the
acquisition of positive norms and valves as well (Glaser, 1967). If
{ana only if) white children have a .more positive attitude towards
soclety, towards themselves and their future, and towards school and
learning than black children, and if we accept the proposition that the
greater the proportion of any social group in a school the more likely
that its norms and attitudes dominate and are adopted by members of
other groups, then we would predict the transmission of positive atti-
tudes to all children in a school in which white pupils are in the ma-
jority. The viability of this assumption rests on the degree to which
black and vhite children in a bi-racial school are ILntegrated into a
single group. If they are separated, either formally through academic
tracking or informally through social distance or hostility, then associ~
ation and the "homogenization" of attitudes will be within,; rather

than between, racial groups (Wilson, 1968)}. The probable importance of
interracial friendship for high achievement in integrated settings is
stressed by Pettigrew (1968), Cohen (1968), and Katz (196L4) and others
and supported by some (to date, rather meager) evidence.

It is possible, however, that the importance of close interracial
friendship has been overstressed. In the first place newcomers in any
situation may adopt the culture of the majority group through "anticipa-
tory socialization” (Merton, 1957; Turner, 196h).- Socialization may
then lead to friendship, rather than friendship being a prerequisite for
sdcialization. In the second place black children do not at all neces-—
sarily come to a bi~racial school with less positive aititudes than
their white classmates. Very often their attitudes are exemplary. They
may manage the marginality of their position by maintaining a black
rather than a white reference group (Shibutani, 1967), and be more,
rather than less, motivated as a consequence. Though resisting "con-
tagion" from peers they may benefit from other dimensions of the bi~
racial school. Close inﬁerracial‘friendships nay develop, but they are
not a necessary ingrédient to the ‘academic success of such children.

The white friends might be the beneficiaries. ' h
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6. Interracial Contact

, Attendance at ‘a bi-racial school exposes a child not only to the
attitudes of the other group, but also to a change in his own attitude
toward the other group. The hypothesis that interracial contact leads
to reduced prejudice has received some confirmation. The important
conditions apparantly are that contact be proionged, equal-status, and
in pursuit of common goals (Allport, 1954)., Whether or not black and
white children in desegregated schools develop more favorable attitudes
*towards each other after some months or years together is not estab-
lished, though available evidence to date suggests that this does ac-
cur (Yarrow, Campbell, and Yarrow, 1958; Webster, 1961; Dentler and
Elkins, 1967; see also Suchman, Dean, and Williams, 1958, and Fauman,
1957, in regard to this and other dimensions of segregation).

+ The foregoing consideretion of various meanings of school racial
"composition for a black child leads to this proposition:

Black children will have higher self-esteem, aspira-
tion, academic achievement and interracial acceptance
in an integrated than in a segzegated school

(l) provided 1t is voluntary and achieved throuvh in-
dividual or community self—deuermlnatlon

(2) provided there is no sense of deprivation in re-
lation to white pupils in the same school

(3) provided favorable expectations of significant
others are for vhite and black pupils alike

(1) provided the academic gap is not too great and
teachers help newcomers to overcome initial
handicaps

(5) E v1ded there is no formal or 1nformal within-
school st segreﬂatlon

(6) provided interracial contact is egual status
' and-occurs under conditions that threaten neither
rac1al group

" Dimensions of School Racial Mix (b) for White Pupils

1. Syﬁbol of Powver

The pupils in a segregated white school are less aware than
those 'in a segregated black school of their participation in the sym-
bolic denial of American democratic ideals as to the equality of all

 éitizens. In the North, until recently, distance from the ghetto and
a "conspiracy of silence" have quarantined most vhite children from
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realization of the existence and nature of ghetto schools. This is no
longer true except for very little children. The desegregation con-
troversy and its treatment by press and television have brought home

to suburban children a realizaticn of their privileged position and ex-
posed them to a false sense of superiority. Rescued from ighorance,
they are now exposed to the more dangerous rationalization of their
elders and a sense of de facto implication in an institufion which de-
nies the democratic ideals they are being taught to revere. So this
dimension of segregation can harm white children as well as black chil-
dren, though the effect on the former could be the encouragement of
hypocrisy and prejudice and the effect on.the latter the development of
bitterness and lowered self-concept.

2. Sense of Relative Deprivation

"The students of segregated white schools, even mediocre or work-
ing class schools, will presumably have fewer negative feelings about
their schools and less sense of relative deprivation than students in
racially changing schools, unless the black power movement succeeds in
winning better buildings or more federal money for ghetto schools than
they themselves enjoy. It is also possible that in one-race schools

-in any neighborhood the children of enlightened parents may feel rela-

tive deprivation in relation to those aﬁtending bi-racial schools, but
such reactions are unfortunately likely to be rare.

30 Percentions'of Fxmectations of Significent Others

To abstract, even in imagination, the effect of a school's racial
characterlstlcs> apart from its social ¢lass and academic character-
istiecs, is as hard in the case of white children as it is in the case
of black children. Regardless of the facts, one commonly accepted nmean~
ing of a segregated white school is "middle class" and another is "high
quality." 1In contrast, the term "racially mixed" conveys to many the’
image of a lower class and educationally inferior school in, a changing
neighborhood. Although our interest is in the psychological and educa-
tional implications of a school's raciel mix per se, regardless of its
social class or academic quality, we cannot ignore popular conceptions,
since they impinge on puplls and affect their statuo among peers and
their self-concept. .

White children will be adversely affected just as black children
are, by attending a school with low status in the eyes of the community
or one in which parents and teachers have low expectations for academic
accomplishment, On this dimension, then, they will ordinarily suffer
from attending a majority black school. But even a minority black
school may have low staltus; proximity to a growing ghetto, or the rapid
increase in proportion of black pupils often lead to perceptions of
falling standards which outrun the facts and act as a.self-fulfilling
prophecy (Fauman, 1957). White children in such a school might ovei-—
react to such perceptions and lose interest in school; they might feel
the same sense of relative deprivation in compgrison with former class-
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mates who have moved to the suburbs that blacks feel in comparing then-
selves with pupils in suburban schools.

L. Academic Challenge

Desegregation probably has the Hawthorne effect of stimulating
white as well as black pupils to do their best. If the newcomers seem
nervous or unfamiliar with the work, socially 'sensitive children in the
recelving school may slow down for a time. But either effect would
probably be short-lived. The long-range academic effect of desegrega-
tion on members of elther race depends surely on the academic policies
and resources of the school, on whether the quantity and deployment of
manpower allows individualization of work, and whether desegregation it-
self acts as a stimulant or depressant to the guality of teaching.

5. Contagion from Peers

According to the theory of differential association, the larger
the percentage of blacks in a school, the more likely that white chil-
dren will adopt their attitudes and behaviors. Many people accept the
general principle vithout the necessary gualifications and leap to the
unwarranted conclusion that the more blacks in a school the less de-
sirous will be the attitudes and behavior of white children. 1In the
first place there is probably little difference between. the norms of
the two groups of children, once social class is controiled, and any
differences that exist are certainly not necessarily +a the exclusive
advantage of one racial group.

For instance, studies repeatedly find that black students report
higher aspirations, but show less realism or knowledge about the world
of work (Wilson, 1967). If lower class white youth learned aspiration
for further education al the same time as black youth learned realism
about how to achieve it, both could benefit from mutual association.

In a lower class neighborhood there is the realistic possibility

that school racial change will expose white pupils to greater disre-
,spect for the teacher and to behavior patterns antithetical to learning.
It i1s also arguable that whites are today learning from blacks the tech-
nique of constructive protest, not merely self-defeating rebellion.
Reference group theory suggests that the numbers game alone will not
determine who will adopt whose norms in this situation. Status con-
siderations, mobility aspirations, and school situational factors may
lead children to cling to or to adopt the norms of the minority or
majority, be it black or white. On this dimension, then, though there
is the possibility that desegregation will hurt vhite children by ex-
posing them to the vietims of social disorganization and discrimination,
there 1s also the likelihood that they will either resist or benefit
from homogenization of norms.
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6. Interracial Contact

The same propositions as to the effect of comtact on the inter-

" racial attitudes of black children apply in the case of white children.

The point should be made, however, that isolated white children in ma-
jority black schools are as liable to social threat and constricting
fear as are black pioneers in predominantly white schools. The chief
difference is that the former are usually low SES children in low BES
schools and the latter.upwardly mobile children in middle class schools.
The realistic risk of physical molestation might therefore be greater
for the white child in the ghetto, the risk of well-bred ostracism
greater for the black child in suburbia. Either social situation is
stressful; whether or mot it results in increased hostility or lowered
self confidence would depend on many factors, especially basic person-
ality structure and family support.

.This review of the possible meanings of school racial mix to a
white child suggests the following proposition:

White children will generally benefit from attending
a bi-racial but majority-white school, rather than an all-
vhite or a majority black school. Their self-concept,
aspirations and academic achievement will not be damaged
and their interracisl attitudes will be more favorable.

HYPOTHESES

OQur review of social psycholegical theory and related research

suggested that any §tudy orf the interrelation—of school racidl compo= ""'——~~~---~-'-~--%—~~

sition and achievement should incorporate measurement of at least five
other variables into the overall design: family social class, the
social class of school mates, school quality, and friendliness of
teachers and peers. We therefore formulated the following predictions
as guides to the current research: ' .

(1) Controlling for gquality of schooling, for family
social class, for average school social class in
previous grades, and for prior achievement, there
will be a significant positive relationship be-
tween school percent white in previcus grades and
achievement. )

(2) Controlling for guality of schooling, for family
and classroon social class, and for prior achieve-
ment , there will be a significant positive rela-
tionship between current school percent white and
achievement. -

(3) The relationship between current percent white and
achievement will.be greater when characteristics of
- teachers are conirolled.
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(4) The relationship between current percent white
and ‘achievement will be greater when interracial
popularity is controlled. :
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CHAPTER IT

PROCEDURES

THE CITY AND THE SAMPLE

The choice of Boston as a locale for the study was guided by con-
siderations other than mere geographic convenience. Only a city with a
large dblack population would fit the demographic requirements of the
study. We wanted a sample of 500 black pupils at a single grade level-
who had attended northern schools of various racial and social class
mixtures since first grade. In view of the known prevalence of de facto
segregation we could not hope to find a large city in which over half
the elementary pupils had always attended schools less than 50 percent
black. But at the very least we were looking for 200 pupils who had
spent all elementary years in schools less than 80 percent black and 50
who had always attended schools less than 50 percent black.

Narrowing our search to schools with at least 5 black pupils at
the sixth grade level, we found in Boston 47 such schools enrolling over
1500 black sixth graders in 101 classrooms (see Appendix Table 1). One
third of these children were in clavsrooms less than 50. percenu black,
and one half of these schools had been 1ntegrauﬂd (2 percent to 80 per-—
cent black) over the past five years. Thus, demographically, Boston
appeared to be a suitable locale for the study.

Among-the*school—system~£aetors;that;uena_deemeﬁ_impgrtant in

the choice of locale was, first and foremost, whether or not initial
permission to conduct the study and subsequent cooperation of school
personnel could be obtained. Such permission and full cooperation were
granted by the Boston School Committee and Administration. Other fac-
tors considered include the equality of schooling in segregated and in-
tegrated schools, the policy of the system in regard to ability group-
ing and tracking,. and whether any type of open enrollment would enable
us to separate the effects of segzegaulon in schools from that of

. segregatloﬂ in neighborhoods.

The hypothesis rests on the assumption that segregated schooling
is by definition not equal to integrated schooling. But this inevitable
inequeality involves subjective, psychological differences rather than
objective ones. Unless schools are equated on objective criteria it is
not possible to isolate the effects of "separate but equal’ schooling.
It was our assumption that some measure of control on school variables
would be achieved by limiting the comparison to schools in a single
system. Within these limits, however, there 1s room for.considerzble
variation betvween majority white and majority black schools. Therefore
it seemed to us essential to place observers in the schools to assess
school to, school differences. |
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Since the study was focused on the effects of segregation by
schools rather than on segregation by tracking within schools, we wanted
a city in which elementary classrooms would be heterogensous in respect
to ability. In Boston, except for a small muber of classrooms for the
"gifted" or the "slow learner," classrooms are in theory heterogeneous.

'Another dosideratum was a system policy which allowed parents to
enroll their children in schools outside of their residential neighbor-
hoods, with or without a bussing program. Only in a city in which such
open enrollment is practiced did it seem possible to isolate the ef-
fects of integrated schooling per se. Here again Boston satisfied this
criterion. :

The choice of the sixth grade as the level from which to draw the

sample was influenced by three main considerations.

(a) We wanted to study pupils midway in their school
carders, at a point at which we could evaluate the .
cumulative effect of elementary education and could
get a Time I measurement for a possible longitudinal
examination of the effect of integrated secondary

schooling. ’

() Ve wanted to reach students at an age at which they
must meke important career decisions; but before
- most of the eventual dropouts had yet left school.

(¢) We wanted to' study one of the grade levels chosen
by Coleman so as to be able to compare our findings

with hiss

The next decision was the choice of schools. In order to econo-
mize efrfort and to be able to separate the potential effects of school
and teacher, we decided to study all pupils in %two sixth grade class-~
rooms in each of 18 schools. Preliminary interviews with the principals
of the U7 schools which enrolled 5 or more black sixth graders in the
spring of 1967 provided estimates of the social class level of these

_schools. Using this information and the School Racial Census, we pre-~

pared a 20~ celled matrix of School SES by School Percentage Black and
planned to include one school from each of the. 14 cells that were not
blank. Thirteen schools were eliminated because they had only one sixth
grade classroom and four schools because they enrolled only boys or

only girls. From the remaining ‘30 schools one was drawn randomly from
each cell. In order to produce a large enough sample of black pupils

in schools less than 20 percent black, we added four extra schools in
this category (see Appendix Table 2). Since 10 of the chosen schools
had only two sixth grade classrooms, both fell in the sample. In schools
with more than two classrooms, we used a table of random numbers to
de51gnate the sample classrooms (see Abpend1x Table 1).

The final sample of 36 sixth grade classrooms is roughly repre-
sentative of classrooms in co-educational elementary schools in the
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Boston school system with two more sixth grade classrooms and 5 or more
black sixth graders in the spring of 1967. The schools ranged from 6
percent to 100 percent black and from "lower middle" to "lower-lower"
class, The Tinal sample of pupils included 957 children, 49T white,
L12 Negro, and 48 Chinese, Puerto Rican or other. The analysis re-
ported in this monograph focuses.on 909 vwhite and Negro pupils and ig-
nores the other non-vhite pupils (see ApJendlx Table 2).

A comparison of the social contexts of the sample classrooms

" suggests that they represent four familiar urban school settings.

Seven schools were on the periphery of, though within, the central city,
and served a predominantly white, lower-middle class population. With
rare exception the black children in these schools did not live in the
neighborhood. They were either transported by the School Department
because their local school had burned down, or came as "open enrollment”
pupils through a parent-sponsored bussing program or on individual
parent initiative. Regardless of the mode of entry, black pupils in
_these schools were newcomers, very much in a racial minority, and on
the average sevéral months behind resident children in achievement test
‘scores.

Five schools were in lower class, dbut majority-white, neighbor-
hoods. In three of these districts, housing projects had held the
racial balance over a number of years, but all were then undergoing
rapid racial and socio-economic change. $Some black pupils came from
out of the district, but not as part of a bussing program. Black
parents tended to be upwardly mobile, moving up the economic ladder as.
they move out from the ghetto. VWhite parents regretted the changes in
the neighborhood and were restless to follow family and friends to the

suburbsT—Racial-frictien—in-the-neighborhood.vas.high,. but_in_school

black and vhite.children tended to associate freely and to be aca-
demically well matched.

Three schools were in majority-black lower class neighborhoods.
Two were in very ethnically mixed lower class districts and had ak many
Chinese and Puerto Rican as black and white children. One school had
recently tipped from majority white to majority black.

- Three schools were over 90 percent black. In two of these, many
of the black children suffered deprivation of one sort or another, but
the few white children in attendance tended to have even poorer homes
and lower achievement scores than their black classmates. Finally, one
school was in a stable all-black neighborhood. Many parents in this
school were middle class and had nigh expectations for their children.

THE DATA

An observer spent a week in each classroom, interviewing teachey
and principal, administering a sociometric test and -a gquestionnaire to
measure the self-concept@and attitudes of pupils, and making structured
and unstructursd observations of teaching style and teacher-pupil and
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pupil-pupil interaction. Another staff member copied cumulative records

‘on the family background, previous schools and the achievement of pupils.

For each pupil the racial composition and social class level of all
schools attended since first grade was later calculated. In addition,

a random sub-sample of 4 black and 4 white mothers for each classroom
was interviewed to measure their aspirations, racial attitudes and
judgments of the teachers and to allow estimates of the social ¢lass
level of children that would be more accurate than those based on school
record data.

Together these procedures resulted in a large bank of data, on
the basis of which many diverse hypotheses may be tested. Only a few
of the variables on wvhich we have estimates are relevant to the pro-
ject to be reported here. But since the latter involved testing the
central hypothesés of the study, particular attention during the design

-and preliminary analysis stages went into the measurement of its key

variables. We will nov define those variables and describe the process
by which they were measured. :

MEASURING THE VARIABLES

The_Dependent Variable - Academic Achievement

. A number of alternative measures of the dependent variable,
academic achlevement, vere avallable, no one combletely satlsfaCuory

4 ' - - 9 -’.. ~ . S A AR TR, TP B 2.0
F-v-r\ra 'lq». IswL--v'] l,- crratdlabivvs rroord & menmber of the uu“..LJ SOOIl COPRLIL

his academic marks in all subjects as well as in 'Conduct' and "Effort "
and his absences from grades 2 through 6. Letter grades were assigned
numeyi-cal— equlvalentsmandﬁaveraged,forrgrades 2-5_and for grade 6.

. Five test scores were also copied for each. pupll (when avallable)

Grade Point Average, 2-5 - average academic mark
received in grades 2 through 5.

Grade Point Average, 6 - average academic mark
received in first 3 marking periods in grade 6.

Conduct, 2-5 ~ average mark for conduct in grades

2= >

Conduct, 6 - average mark for conduct in grade 6.

Abtendance, 45 ~ average number of absences 1n
grades 4 and 5, reversed. :

Attendance, 6 - number of absences in grade 6,
reversed.

Reading ~ Fall, 3 ~.the grade equivalent score
for the average of paragraph .and word meaning
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sub-tests of the Metropolitan Achievement Test
adninistered in the fall of third érade.

heading - Fall, 6 - ditto for tnst admlnlstered
in fall of sixth grade.

Reading — Spring, 6 - ditto for test administered
in the spring of sixth grade.

Math - Spring, 5 - grade eﬁuivalent score, Metro-
politan Achievement Test in arithmetic admini-
stered in spring of fifth grade.

Ig - 6 - Score received on Kuhlman Anderson group—
test administered fall of sixth grade.

This study is of the post-facto, longitudinal type in that, for
a sample drawn in the present, early as well as late measurements of
achievement are available. It is therefore possible, not only to com-
pare cross-sectionally the achievement. of those who have experienced
varying degrees of segregation or integration, but also to compare the
academic growth of these children. Unfortunately the early measure-
ments are incomplete: only one meth score is available, a fifth grade
score, and the only IQ score comes from a test administered in grade 6
But we do have a reading estimate for the beginning of the third grade
for three quarters of the sample and can use thet as a control when
looking at achievement in arithmetic or reading three years later, Ve
can also study growth in reading between the fall and spring of the
sixth grade year and can compare sixzth. arade and pre-sixth grade GPA,
conduct and attendance record.

R—

ovrmcad

bsgrenenach

&
I
t

"We said above that no available measure of academic achievement
is .completely satisfactory. This is so, not only because we do not have
estimates of & range of academic abilities in grade-one. In addition,
we recognize that test scores are undoubtedly less accurats measures .
of the academic potential, or even of the developed academic skill, of
black pupils than of white pupils (Society for the Psychological Study
of Social Issues, 1964). Academic marks are even more suspect as mea—
sures of achievement, reflecting as they undoubtedly do teachers'
knowledge of test scores, their biases and the level of achievement of
the class as a whole. Attendance, on the other hand, though more ob-
jective, probably mostly measures the incidence of colds or childhood
‘diseases, We therefore focused on attendance in the later grades, but
it is probably even here related to health or family problems, or at
best zlienation from school, in other words motivation rather than
achievement, Because we are aware that each available measure of aca-
demic achievement is in some respects unsatisfactory, we will not settle
on one alone, but will test the hjpotheses vith alternative dependent
varlables.



Major Independent Variable - School Racial Composition

Two measures of pupils' cross-racial exposure in school will
serve as the chief independent variables of this study.

(1) Classroom percent white, sixth grade

Appendix Table 2 shows the percentage of white
pupils in the 36 sample classrooms and indicates that
the range is good, though inevitably with a sawmple of
this size the number of black children in predominantly
white classrooms and of white children’ in predominantly
black classrooms is uncomfortably small for statistical
manipulation., Two further points should be noted: 1In
some schools the racial composition of the two sixth
grade classrooms is quite different. This is why we
designated the classroom rather than the school as the
‘unit for the sixth grade analysis; In the second place
48 "Chinese and others” are included in the base on
which classroom percentage white is calculated, although
these few children will be omitted from most of the sub-
sequent analyses on the ground that their situation is
special but their numbers few. )

(2) Average school percent whité_J grades 1-5

The' priveedure for chesting thiq varishld yae oe fol.
lows. TFrom school cumulative records we copied for each
child the name of the school he had attended (or attended

’ 1onge$t) in each grade, 1-6. A matrix was prepared of the

percentdge non-white—of-all—elementary—schooels—in—the-city

196067, based on the state racial censuses of March, 196k,
October, 1965 and October, 1966. The estimates for the
three preceding years came from the reports of the princi--
pals we interviewed and through extending backwards the
1964-1967 trends. The matrix was checked by the Assistant
Superintendent in charge of Elementary Education and by a
school authority in the Boston Redevelopment Office. Re-
ferring to this matrix, we assigned each child a school per-
centage white estimate for each elementary grade. School
percentage vhite, 1-5, is the average for the first five
years. We do not know previous classroom percentage white,
but can assume that, in a school system committed to hetero-
geneous grouping, this would average over the ycars very
close to school percentage white.

Minor Independent Variables (Control) - School Quality and SES

Schoel Quality

We acknowledged above the importance of controlling on school
quality when situlying the relaihion of racial mix and achievement, and
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suggested that a very partial control on this variable would be
achieved by confining the analysis to z single school system. We had
hoped to find further ways to control on this factor after our obser-
vations in the schools and interviews with their staff. However the
preliminary visits to 46 schools and week-long observations in 18
schools did not reveal large or consistent differences from one Boston
school to another in plant, equipment, ~curriculum or methods. The mest
noticeable differences were those that were associated with the social
class level of the pupils (higher staff-pupil ratio in ghetto schools)
or with the personality of the individual teachers--~variables that we
"do attempt to control. To the extent that these variables do not pick
up all the variance, school gquality is inadequately controlled.

FamilX>Socioeconomic Status (SES)

- The measurement of family social and economic status (SES) was
the most difficult methodological problem of the study. The only
readily available information was the occupgtion of the head of the
household recorded on the pupil's cumulative record card. But in many
cases this information was vague or missing and requests for updating
sent home by pupils remained unanswered. The City Directory was con-
sulted, but proved of relatively little help, as the occupations listed
were often imprecise and hard to code. - Residence in a low income hous-
ing project was considered as a possible indication &f income level,
but rejected in view of the range’ of SES levels our interviewers found
in projects. Finally children's reports of their parents' educational
level also proved of little use. Non-response rates were very high
(33 percent re mothers and hs percent re fathers), and of those who re-
sponded over a third upgraded parental education as indicated by the
reports of mothers whom we interviewed (St. John, 1970b).

The parental occupation recorded on the cumulative record cara
thus seemed to be the only possible measure of SES for the three quar-
ters of the sample families who were not interviewed, although a com-
parison for those interviewed of the school records and mothers':re-
ports indicates that the records were accurate in only four cases out
of five. But to determine family SES solely on the basis of the occu-
pation of the head of the household seemed wrong, not only because
data was often missing and inaccurate.” There was the further difficulty
that the male occupation listed was not that of the ehild's father for
35 percent of the black children and 23 percent of the white children.
In the third place, 35 percent of the black mothers were employed
either as sole bread winners or in addition to their husbands, and we _
found for the subsample that the occupation of black mothers correlated’
more highly with other measures of SES than did the occupation of black
fathers. Finally in many cases the records seemed to indicate that the
family was receiving public welfare. All in all it seemed advisable
to create an SES index that wouwld reflect fanmily stability and the.
mother's as well as father's contribution to the family's status.

Our final measure of family SES is the average occupationsl level
(coded according. to Hollingshead's T-point scale) of a child's fathen,




if he were present, and of the child's mother,'if she were employed.
The rating is thus based on the father's occupation only, if the mother
was not employed, or on the mother's -occupation only if the child's owm
father were not present. In those cases in which meither parent was
employed and no visible income existed, the family was presumed to be
on welfare and assigned to the lowest SES category. (See Table 1.)

TABLE 1:  Mean SES Score, by Basis of Assignment and Race

Whites . Blacks
, N X XX
. Oﬁn Fathei's Occupation, only: - 280 2;Th 117  2.4kh
Mean Owo fathe; and Mother 62  2.65 T8 2.30
Mother's Occupation, only 41 2.39 67 2.22
No Income 76 1.00 11k 1.00
Total : E ;IL—]? ;7—‘; I_;I
Blank 38 : 36

An SES score is available for 376 black children (X = 1.9
‘s.d. = 1.02) and Ffor U59 white children (X = 2.41; s.4. = 1.22).. For °
blacks this score correlates better with measures of achievement than
does Father's occupation alone. For instance, for fall reading the
correlation is .24 for the new score, whereas it was .15 for father's
occupation. For white children, howvever, we found that the correlation
for the SES score with achievement (r = .15) was almost as low as the’
correlation with father's occupation (r = .12). Such lack of relation-
ship for whites betweéen social class and acadeiic performance was hard
to believe and became the subject of considerable’ special analysis.
Our conclusion is that our sample schools (which were chosen to repre~
sent schools in which black children were found in various proportions)
have probably given us a somevwhat biased sample of white children. An
intricate interaction effect between parochial school attendance, SES,
sex and academic ability has aepparently resulted in our sample includ-
ing some over-representation of low ability, white, middle class boys,
and underrepresentation of high ability lower class girls, enough to
.reduce the normal correlation between achievement and SES for .wvhites.
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Qur evidence is as follows: -
(1.) Boys are dver represented in the white sample (55 percent).

(2) Pewer boys than girls have attended parochial school in previous
grades (T percent as compared with 14 percent).

(3) The correlation between IQ and SES for whites is normal for girls
(r =.26), but non-existent for boys (r = .04).

All the above facts could be explained by a tendency for white
parents in racially mixed school districts to send girls more than boys
to parochial schools. If middle class parents sent only low IQ boys

to public school or if lower class parents sent only high IQ girls to

parochial school, the effect would be a sex differential in the numbers

'in public school and in the correlation of SES and achievement.

"No such extreme differentiation by sexz, SES and I@ has occurred,
but there is probably some such tendency at, work to explain the low
correlations that puzzle us. This slight bias in the white sample

.should be borne in mind as the reader examines the analyses to be pre-

sented in the next chapter.

Class SES (6)

Individual family SES scores for all children in a classroom
(olack and white) were averaged to form a measure of classroom socio-
economic status. :Class SES and Family SES are thus not wholly inde-
pendent being based on the same source of data. Our measure of School
SES, on the other hand, is quite independent of our indices of class

-and family background.

School SES, 1-5

School SES, 1-5 is the averasge social znd economic gtatus’ of
schools attended in grades ore to five. Using 1960 U. S. Census data,
we calculated the average ircome level and the averzge educational
level (years of schooling completed) for residents of census tracts
included in each school district. (If portions of a tract were in-
cluded in more than one disirict, that tract was listed under each of

~ the districts.) Occupation was not used as a dimension of SES because

the non-response category was over 30 percent in some census tracts.
Districts were then ranked separntely on the income and education di-
mensions- and the sum of these rauks ordered to create our measure of

- school district SES. Children were assigned such an estimate of School

SES for each grade, one to five, and the five estimates were then
averaged. ‘

Our method of measuring school socioeconomic status is subject
to criticism, in that 1960.date, while presumebly relevant when sample
members. were in Grade One, msy have been an inaccursate description of
the 1966 status of neighbeorhoods undergeing rapid change. Morecver, in
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view of the large parochial school attendance in some districts, the
background of the clients of a public school may not match that of the
residents of the district in which it is located. Furthermore, open
enrollment policy made it possible in theory for students to attend
schools outside assigned districts. In practice, not enough families
took advantage of this opporvunity, particularly during the early
years covered by this study, to affect the average SES of a school.

The alternative of estimating the SES of 119 schools in the city
with data about the families in our sample who had once been their
clients seemed subject to more serious error. High rates of intra-
city migration meant that sample members had attended many different
schools over the years, and there was no way of knowing how repre-
sentative of those schools they were. One merit of our estimate of

. school SES is that it is independent of individual level SES.

Teacher Characteristics

LConsiderable effort went into an analysis of the characteristics

of the 36 classroom teachers. Correlational and factor analyses of a
long list of classroom variables (aspects of teachers' backgrounds,
their responses to interview guestions and the ratings they received
from observers on 13 dimensions, as well as mean characteristics of
their pupils) suggested that the observer's rating of the teacher was
our most discriminating measure of classroom climate. A step-by-step
descripfion of how this variable was handled therefore follows.

As indicated above, an observer spent a week in each classroom.
For five days she sat in a back-row desk, kept a running narrative
of classroom activities and behavior, scored teacher-pupil and pupil-
pupil interaction, observed teaching style and interviewed the
teacher. Once during the week she exchanged classrooms with the staff
member assigned to the other sixth grade in the same building. At the
end of the week both observers wrote summary comments on the teachers'.
academic policies and differential treatment of black and vhite pupils
and scored them on a modified version of Ryans' Characteristics of
Teachers Scale (1960). It is important to note that observers had not
examined pupils' test scores and grades when they made their evalu-
ations; cumulative records were copied by another staff member.

. . .

The. Ryans Scale is a semantic differential instrument on which
teachers are rated 1 to 7 according to their position on 18 qualities.
Of these the following 12 were selected for this study:

Autocratic . . . . . . .. . Democratic:
Aloof. v+ v+ ¢ . + &« . . . Responsgive
Unsympathetic. . . . . . . Understanding
Harsh. . « . « . « + « « « Kindly
Inflexible . . . . . . . . Adaptable

. Pegsimistic. . . . . ... . Optimistic
Duil .. . . . . . . . . . Stimulating
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Inarticulate . . . . . . .- Fluent

Uncertain, . ... « + . + + . Confident
Narrow « « « « « + « + + « . Broad
Disorganized . . .. . . . . Systematic
Partial. . « « . . . . . . . Fair

As the focus of this study is on racial difference, the categowy
Partial-Fair was divided into two components, Partial-Fair generally
and Partial-Falr racially. Observers were also asked to give each
teacher an overall score. Table 2 shows the ratings, by categories,

TABLE 2: Mean Evaluation Score.(l—T) Assigned Teachers
by Major Observers, by Characteristics.

Characteristic N  Mean
Autocratic - Democratic ' : (32) L1
Aloof - Responsive _ : {33) 4.6
Dull - Stimulating ' (34) 4,6
Partial - Fair (Generally) R {34) 4,5
Partial - Fzir (Racially) (31} 5.1
Uncympathetic - Understonding - (33) - L.
Harsh. -~ Kindly ' _ (34) 4.8
Inarticulate - Fluent : (35) 5.3
Uncertain - Confident . o (35) 5.6
Disorganized - Systematic 'i . (33) 5.0
Inflexibie - Adaptable {33) 4.6
Pessimistic -~ Optimistic (34) 4.8
Narrow - Broad ' ) (32)- 4.8
Overall Effectiveness : {35) L6 -
.Grand Mean Score . _ L.8

which major observers gave to teachers. Overall and on the separate
characteristics there is good range, but a tendency towards positive
rather than negative ratings. Positive ratings are most common on the
characteristics that school systems probably tend to reward--Confident,
Fluent and Systematic. Negative ratings ere most, common on Democratic,
Responsive nd Understanding. .(See'Appendix Tehle 3.)
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As we shall indicate below, the narratives, observations and
quotations recorded by the observers corroborate uhelr ratings of
teachers. We are therefore tempted to treat the scores as short-hand
summaries of real differences between teachers, but we recognize the
difficulty of demonstrating their validity and reliability. Bight
different women served as staff observers in the 36 classrooms. The
political situation surrounding permission for the study engendered
considerable haste in its execution. Therefore staff training was
curtailed. Though several helped develop and pretest the instruments;
others received a minimum of training. Though all had B.A.'s, and
half had graduate degrees in education, and though all but two had
previous research experience, nevertheless it is quite possible that
the norms against which they judged the teachers were somevhat di-
vergent. For instance, half had children of their own, but half did

. not, and one (and only one) member of the research team was black.

Her sensitivity to the position of black children in interracial

‘classrooms was therefore probably greater than that of her fellow re-

searchers. Neither she nor any other observer, however, showed con-
sistent bias towards the bottom or top of the scale; and the four ob-
servers who covered the most classrooms each used a range of 5 points
in their overall ratings. '

Cne measure of inter-observer reliability is the difference be-
tween the independent evaluations of "major" and "minor" observers of
the same classroom. In considering this evidence it is important to
remember that the "major" observer was in the classroom 15-25 hours,
but only spant 2--R hours as "minor" ohzerver in the other sivth grade
room in the same school. 1In many cases the minor observer did not
rate the teacher on certain items or overall, on the ground that her
short visit to that classroom gave her insufficient evidence on which
to form a judgment. The evaluation sheets of. minor observers also
carry many gquestion marks and notes indicating uncertainty. In spite
of our doubt as to the accuracy of the ratings of minor observers, ve
show in Table 3, for the 25 classrooms on which tnere are two sets of
evaluations, the correlations of these ratings.

It is apparent that overall agreement between major and minor
observer is high (r = .68). TFor six teachers the two evaluations are
identical and for fifteen others only off by one-point. Together this
is 84 percent of the overall ratings. There is some tendency (not
shown in this ‘table) towards higher ratings by an observer who spent
less time in a classroom. Agreement is less high on the separate items
than overall, but even here 67 percent of the ratings are the same or

only off by one p01nt (See Az pendix Table 4.) It is interesting

Fox (1966) reports the. following agresment between independent
observers using the Ryans check 1list in the N. Y. Open Enroliment Study:
35.2 percent identical ] )
41,2 percent identical within 1 point
23.6 percent identical within 2 points

5.3 percent icentical within 3 points



TABLE 3: Zero Order Correlation of Independent Evaluations of
Teachers, by Characteristic. S

25 Major : 35 Major'
and Minor Observers
Observers and Mothers
Aubocratic ~ Democratic .22 o 21
Aloof - Responsive .h9* .3k
Dull - Stimulating 58t .28
Partial - Fair, Generally“_ .36 .26
Partial - PFair, Racially ' AT .16
. Unsympathetic ~ Understanding e 40"
Harsh - Kindly ) _.70*'}e ' .36*
Inerticulate — Fluent a6 ‘ .15
Uncertain - Confident _. .h6* . .27
bisorganized - Systematic . .ug" .21
Inflexible - Adaptable ST .22
Pessimistic - Optimistic - .Th%* : _ .3b
Narrow - Broad eLTT S .11
Overall Score . 1.68*§_ .29

% :
Statistically significant at the .05 level.

%o . -
- Btatistically significant at the .01l level.
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that the dimensions most frequently omitied by minor observers are In-
flexible-Adaptable and Partial-Fair (Racially). There is greatest ac-
cord on Pessimistic-Optimistic and Harsh-Kindly. There is least accord
or Inarticulate-Fluent, Autocratic-Democratic, and Partial-Fair (Gener-
ally). These aspects of teaching behavior are either hard to judge in a
short span or capable of divergent interpretations. '

Another possible indication of the validity of the scores was
afforded by interviews with 3 to LI black and 3 to 4 white mothers for
each classroom. This sub-sample was randomly picked from classroom
rosters and was found to match the total sample very well on salient
characteristics. In the interest of maintaining repport with the school
system, the study staff did not include in the interview schedule any
direct question asking the mothers to rate their children's teachers.
But openings and probes encouraged them to express themselves on this
subject, once rapport was established. Any reports or ratings of
teachers by mothers that were recorded during the interview were later

.coded-(blind) according to the same overall scale (1-7) as that used

by the classroom observers.

Table 3 elso shows the zero order correlation (.297 overall) for
the summary evaluations of major observers and mothers. In 6 class~
rooms the-average mother's rating was the same as that of the major
observer. The ratings were one off 15 times, two off 10 times and
three off 4 times, Observers gave the teachers higher ratings than did
mothers 18 times and lover ratings 11 times. Since the interviews re-
vealed that many of the mathers had not wisited the achool thHis yeor
(28 percent), had not met the teacher (27 percent), or seldom talked
with their child about school. (29 percent),¥--and since the mothers'
standards of good teaching often differed considerably from those of
the observers--it is surprising that accord between them and the ob-
servers proved to be as close as it did. The zero order correlation
for the ratings of the mothers and the major observers is higher on

_items measuring warmth than on those measuring compétence. Apparently

the mothers' satisfaction with their children's teachers tends to be a’
function of how understanding and kindly the latter are.

A factor analysiskx of the 13 ratings of teachers by major ob-
servers revealed both strong intercorrelation among items and the pre-.
senice of three distinct sub~scales. We have labeléed these sub-scales
Human, Competent, and Fair. Table i shows their factor loadings. The
"human" teacher's orientation is to the pupil. 'She is one who is rated
democratic, responsive, understanding, kindly, adaptable, fair and op-
timistic. The "competent” teacher's orientation is to the subject. She

% ' .
Most of these percentages refer to the same mothers.

®2 -
The original factor solution was principal components with 1 in

the principal diagonal. The rotation was orthogonal varimax.
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is fluent, confident, broad, and stimulating. The "fair" teacher is
systemwatic and is fair both generally and in regerd to race. In the -
discussion that 'follows, the reader should bear in mind that these ad-
jectives are our shorthand for observer ratings on several teacher quali-
ties found to vary together, '

TABLE U: Orthogonally Rotated Factor Loadings on Téacher Attributes.

FACTOR LOADINGS
! 1 .2 .3

Teacher Attributes "Human' hComEetent" | Mpaip"
' Autocratic - Democratic - .808 193 .210
Aloof - Responsive . W912 179 ' .181
Dull - Stimulating 511 139 .202
Partial - Fair, Generally 600 + .20k .603
Partial - Fair, Racially 334 176 .813
Unsympathetic - Understanding -.868 .195 AT2
Harsh - Kindly " .923 .082 .152
‘Iarticulate - Flueunt 126 ;29;5 16k
Uncertain — Confident : .011 - 755 s
Disorgaﬁizcd - Systematic .139 50T 679
Inflexible - Adaptable 102 431 255
Pessimistic - Optimistic .908 .170 .155
Narrow - Broad - .301 ‘ - .813 o .065
Overall . 700 - .589 .256

Ryans (1960) found through factor analysis of his larger list of
18 variables three dimensions of teacher behavior, Pattern X (under~
standing and friendly versus aloof and egocentric.behavior), Pattern Y
(business-like, systematic, versus unplenned slipshod behavior), and
Pattern % (stimulating, imaginative versus dull, routine behavior). Our
human dimension corresponds almost exactly wilh Ryans' Pattern X, Our
Competent dimension is close Lo Pattern Y. In our study, the omission
of several of Ryans' items and the focus on racilal fairness has resulted
in a different third dimension than Ryans found.




Relation. between Teachers' Ratings and Other Characteristics

‘The 36 teachers on whom this study focuses are in some vays as
diverse as their pupils. In age they rarge from mid-tvwenties to mid-
sixties. '(uee Appendix Table 5 for breakdowns on teacher background.)
The same spread obtains in experience as a teacher. It is noteworthy,
hovever, that whereas only five teachers are i=m their first two years
of teaching, almost half are in their first two 'years in thelr present
school '

The high teaching experience, but low present school experience
of these 36 men and women is probably a function of the fact that they
are sixth grade teachers. Bo, too, is the finding that over half are
men, 20 hold masters degrees, and all are white. It is common in this
city for a sixth grade teacher to be appointed assistant principal.
Prom these ranks each year principals are also selected, so that
. teachers at this grade level are more likely than teachers generally
to have had short terms in present school, but to resemble principals
in age, experience, sex and ethnic background. 1In this sample 13 of
. the 36 were serving as assistant prlnc1pal as well as sixth grade
teacher. This figure includes all of the 6 men with longest experi-
ence and L4 of the 6 most experienced women.

Many of the teachers were reticent about their backgrounds, but
19 of the 24 on vhom information was available were of Irish origin, o
21 had attended elementary school in Boston (11 parochial znd 10 pub-
lic), and half were from vhite collar, half from blue collar, parental
homes. More than half of the teachers are lcoking forward to a trans-
‘fer some day, either Lhrougn horizontal mobility to another school
("I feel T need a change. ') or through vertical mobility into an ad~
‘ministrative position ("I hope to get a pr1nc1palsh1p, the most chal-
lenging job in education.')

Cross tabulation of the teachers' backc?ound characteristics and
© the ratings they received. from observers (Appcndlx Table 6) indicates
no associlation between ethnic origin or parochial school attendance

and overall score, but teachers of Irish background receive slightly
lower "human" ratings. * There is some tendency for teachers with work-
ing class background to recelve higher overall ratings than those with.
middle class background. Thé observers (all women) gave more high
ratings to male than to female teachers. Men tend to be more highly
rated not only on the competence dimension, but also on the dimensions

ﬁKornacker (1969) found that in role orientation, motives, and
interests a sample of Chicago teachers could be categorized as profes-
sional, nurturant and instrumental His professional and nurturant
teachers closely resemble our "competent" and "human" teschers. Irish
teachers proved to be significantly more professional and less nurturant
" than teachers of other ethnic groups.
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we have labeled humasn and fair. Length of experience bears a curvi-
linear relationship to scores received. Beginning teachers are apt to
be lowest, long time teachers come next, while those with 5 to 15 years
experience tend to be rated highest on all dimensions. Assistant
principals are on the average rated below regular teachers on the dimen-
sions of fairness and humanness. No average difference in '"competence"
was noted hetween those with and without such extra administrative re-
sponsibillity.

We also examined the relation between school context and the
ratings given to the teschers for possible bias either in the assignment
of teachers or in the ratings of observers. (It may be harder to shine
as a teacher in a slum school.) We found both wide dispersion of
teacher characteristics across types of schools and also some differences
in central tendencies. Teachers in white middle class schools receive
the lowest mean ratings; they are judged especially-low on the human
dimension. Teachers in lower class majority black schools have the
highest mean scores both overall and on the human and competence dimen-—
sions, The "fairest" teachers were found in predominantly black
schools, possibly because unprejudiced teachers are more apt to accept
assignment to ghetto schools or because they have here little opportunity
to show racial partiality. (See Appendix Table T.)

" The possibility of bias in the assignment (or rating) of teachers
according to the ability level of the classroom was also examined. Ele-
mentary classrooms in this city are in theory usually heterogeneous. In
.only one out of 18 schools in this sample was there a publicly acknowl-
edged difierence between sixth grade classrooms. In two other schools
small but consistent differences between classroom means on IQ (sixth
grade), ‘Math achievement (spring fifth grade), and Reading (fall sixth
grade) test scores suggest that there may have been some ability group-
ing of sixth grade children. In four of these six schools the mere
highly rated teacher was in the superior classroom; in two schcols the
more highly rated teacher was in the other classroom (see Appendix
Table 8). '

In sum, observer ratings of 35 sixth grade teachers on a modified
Ryans scale produced scores which show mcderately high agreement between
independent  observers, and between observers and a sub-ssmple of mothers.
Factor analysis of thz evaluations resulted in logically defensible
sub-scales. Although cross-tabulations of teachers' background charac-
teristics and ratings indicated some association on some variables,
there is also a range of teacher guality. across all backgrounds. More-
over, no strong selective factor asppears to have resultéd in a clustering
of the best teachers in middle class schools or in superior classes.

In the regressibn analyses presented below the three factor scores
are entered separately into the equations. '

Interracial I'riendshiv

Interracial friendliness and popularity were measured with socio-’

1 | ) ' bs : . pa—
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metric data. Children were handed an alphabetically arranged class
roster and told:

Please.put a 1 by the names of all your very best friends
in this class. Now put a 2 by the names of your good
friends (not best friends, just good friends). Now put

a 3 by the names of kids who are not your friendsebut who
are okay. Now put a‘ﬂ_by the names of kids you don't
know vexry well. . '

The names that remained unnumbered were later assigned a 5 by the
‘coder on the assumption that those were the respondent’s least liked

or most ignored classmates. With this data matrices were constructed
showing the friendship rating of each child by every other child in

. his class. Popularity with own race is the average friendship rating
(1-5) received from members of own race. Popularity with other race
'is the average friendship rating (1-5) received from members of the
other race. "It should be noted that by dividing total choices of chil-
dren of each race by the number of children in that group in the class-
room ve have controlled for the chance occurrence of in-group or out-
group -choice. '

Race and Sex

All analyses in this study were performed separately for white
and black children, on the theory that percent of own group in school
or classroom might have a differenl meaning for cuildrsn of ile ma-
Jority or minority groups in our society. We were also azlert to the
possibility that the impact of the independent variable might be
especlally strong for either boys or girls. Therefore we stratified
also on sex -in many of the analyses to be repérted below. Thus we do
not treat race (nor in some analyses sex) as additional independent
variables, but instead examine the relationship betv.:n the other in-
dependent and dependent varisbles either for the two races or for four.
race-sex sub-samples. ' T
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CHAPTER III

FINDINGS

Three types of analyses have been used in this study: cross-
tabular (chi square), correlational, and step-wise multiple regression.

CROSS~TABULAR ANALYSIS

In the cross-tabular analysis separate tables were run with six
measures of achievement as the dependent variables and three measures
of school racial composition as the independent variables. These
tables were run (a) by race only, (b} by race and Family SES (high or
low), and (c) by race and sex. Cutting points for the independent vari-
able were chosen to represent meaningful categories rather than thirds
of the distribution, buf the categories had to be different for blacks
and whites to assure enough cases in each cell, . Thus for whites the
categories are 0-50, 51 to 80 and 81-100 percent wvhite, and for blacks
the categories are 0-2C, 21 to 50 and 5i-100 percent white. The measure
of cumulative school racial composition is average school percent white
in grades 1 to 5. Current school raclal composition is measured by
fifth grade school percentage white when arithmetic achievement in the
fifth grade is the dependent variable and by class percentage white in
the sixth grade for the sixth grade achievement measures.

. The cutting points for the dependent variables are thirds of the é
total distribution (races together). High achievement (top third) is
as follows: ’

Conduct (6)
Attendance (6) -

Math (Spring 5) - 6.10 - 9.20 %
1Q (Fall 6) -~ 106 - 161 1
Reading (Spring 6). - 6.60 - 11.%0 ;
GPA (6). - 3.7%1 (C+) -~ 5.00 (A) f

§

4.60 (3+) - 5.00 (4)

0 ~ S5 absences

!

Table 5, a and b, shows the results of the analysis. For white
children present racial context is significantly relatesd (above the .01
level) to achievement in reading. and in math, but not to the other de-
pendent variables. Thus in majority black classrooms only 1l percent
of white children read on grade level or above, wherees in majority.
white classrooms 38 percent do. With cumulative racial context as the
independent variable, the difference is even more dramatic in test.
scores and reaches the level of statistical significance for I1Q, GPA,
and conduct grades as well.
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When these tables for the white sample were rerun controlling
on SES and sex, there appeared the same overall relationship between
past school percentage white and achievement for boys and girls and
for children of high and low social class background (see Appendix
Table 9a). The relation between' current percentage white and achieve-
ment is statistically significant for_gs&s and children of high SES.
The sub-group tables also nreserve a tendency that can be noted for the
total sample as well: There is.a Jjump in achievement between minority
and majority white classrooms, but little change when classrooms be-
come over 80 percent white.

For black children the effect of school racial composition on
achievement is much less clear. Present > rcentage white is unrelated
to IQ, reading or GPA but shows a significant relationship to arith-
metic., Significant chi squares for conduct and attendance are due %o
low conduct grades and high absenteeism in schools in changing neigh-
borhoods (21-50 percent white), rather than to good conduct and at-
tendance in majority white schools. The longitudinal measure of racial

" mix reaches the .05 level of significance for achievement in math and

. reading, but the association is not strong. When sex or SES are con-
trolled, we find that cumulative percentage white is no longer sig-
nificantly associated with achievement except in the case of the fifth
grade math scores of pupilg of low SES background, and that current
percentage vhite is as unrelated to the readihg achievement but as re-
lated to the math achievement of sub-groups as it was to the achievement
of the black sample as a whole. (Appendix Table 9b.) Regardless of
sex or SES, black children apparently learned more math in. majority
white schools. Fifty percent vwhite also appears to be a boundary for

"black children. Math scores are as low for schools 21-50 as for
schools 0-20, but are noticeably higher in schools over 50 percent
white.

Thus, cross-tabular analysis indicates strong support for the
overall hypothesis in the case of white children, but in the case of
black children only in regard to progress in math. So far we have only
controlled on two other variables, sex and SES, and these one.at a
time. - Whether a stronger relation will appear when we control simul-
taneously on the two and also on school SES and initial achievement
level remains to be seen.

CORRELATIONAT, ANALYSIS

The corrélation matrix shown in Table 6 confirms the evidence
of the preceding tables as to there being a statistically significant
relationship for whites for present racial mix and reading and arith-
‘metic test scores and for past racial mix and all achievement measures
except attendance. In addition, the r's.reach the .05 -level for
present mixz and IQ, GPA and Conduct, this last correlation being nega-

" tive. (Black chiléren receive lower conduct grades in white class-
rooms . )
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For black children, we again find no significant relation be-
tween either independent variable and.most dependent variables. Only -
in the case of achievement in arithmetic is the hypothesis of a posi-
tive relationship with school percentage white, current or cumulative,

_ supported at the Ol level,

It is also apparent from this matrix that there are strong cor-
relations, for whites especially, between measures of individual and
group SES and both school racial composition -and achievement. 1In
other words, it is possible that the uncontrolled relationships that
appear in the chi square tables and correlation matrix will disappear

. when the contaminating effect of social class is removed.

MULTIPLE REGRESSION ANWATYSIS

The imperfect linearity in the relationship between school per-
centage white and achievement revealed in Table 5 argues against the
- use of multiple regression analysis. However such analysis has the
_twin advantages of avoiding the danger {characteristics of tabular
analysis) of spurious effects due to imprecise categories (see Tannen-
‘baum and Bachman, 1964) and of allowing simultaneous control on
several variables.

In all the multiple regression equations to be reported below
the effects of both individual and group SES, as well as sex, were
controlled by entering measures of these wvariables into the equations
first. Measures of school racial mix were added next and finally
‘Reading Achievement.test scores in grade 3, in order to control on
prior achievement. The standardized regression coefficients (Betas)
‘for school percentage white are reported both with and without Reading
(3) in the equations.

Table Ta .shows that for white children School Percent White
(1-5} is significantly related to Math (5), Reading (6), and IQ (6),
even with Reading (3) controlled, although the Betas are considerably
lowered by stepping in Reading (3). School SES, on the other hand,
bears no significant relation to Math and IQ, but is related to Read-
ing, GPA and Conduct. Thus, for whites, Hypothesis 1 is supported:
controlling for sex, family SES, average school SES in previous grades,
and prior achievement, there is a significant positive relationship
between average school percentage wvhite in previous grades and gchleve—
ment in math, readln , and IQ.

For black children (Table Tb) only in Math is the effect of
School Percent White (1~5) highly.significant. Controlling on Reading
(3} has little effect on this relationship. An interesting slight but
statistically significant negative relationship between School Percent
White and Attendance 2lso appears: th grade attendance is less regu-
“lar for black children who have been in- white schools since grade 1.
Hypothesis 1 i1s therefore supported for blacks only when the dependent
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varigble is achievement in Math. For blacks School SES (1—5) is related
to no dependent.variable except 6th grade conduct.

Turning to the relationship between current school raclal compo—.
sition and achievement (Tables 8a and b), we find that for whites
class percentage white shows significant betas.only when Reading (3) is
not controlled. For black pupils, however, there is a relationship
for scores in mathematics that is statistically significant at the .0L
level regardless of whether Reading (3) is entered into the equation or
not. But no other measure of black achievement is related to current
percentage white. Thus, Hypothesis 2 is rejected for whites and sup-
ported for blacks only with math as the measure of achievement: with
family SES and school BES and prior achievement controlled there is a
significant positive relationship between current school percentage

white and black achievement in math.

Table 8 also shows that for black children family SES, but not
school SES, is significantly related to reading achievement with other
variables controlled, whereas for white children the opposite is true.
The lack of relationship for black children between social class con-
text and verbal achievement is gquite contrary to the findings of Cole-
man and Wilson. It is possible that use of a social class index ap-
propriate to the situation in many black families has allowed us to
assign to femily SES variance that:would otherwise be assigned to peer
SES. As mentioned above, the family SES score apparently reflected
dlfferences in family background less accurately for white children,
with the result that school SES, class SES and third grade reading
scores pick up some of the variance in white achievement not accounted
for by individual family background.

.These effects on achievem=nt for measures of SES suggest the
possibility that even with regression analysis the apparent relation-
ship between cumulative racial context and achievement may be spurioug
and due to inadeguate control on SES. THe regressions were therefore
rerun for the 200 children whose mothers had been interviewed, entering
into the equations first the same SES nmeasuwres {more accurately mea~
sured for this sub—sample) and then additional measures of SES (parental
educational level and mother's verbal ability). Under these conditions
various measures of family SES explained more variance in white reading
achievement than for the total sample and school SES was no longer a
significant factor. Bul the significant relatlonuhlp between school
racial mix and vhite achievement in reading .and math remained undis-
turbed. However Dblack scores in arithmetic were not 51gn1f1cant1y re-
lated to School Percent ¥hite for the sub-sample (Table 9).

We also exdmlned the effect of cumulative school racial composi-
tion on achievement for boys and girls separately, in order to test for
a possible interaction effect between sex and racial context. No such
effect is discernible on reading‘achievement, though social class con-
text appears to contribute more to the reading scores of white girls’
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TABLE 10: Standardized Regression Coefficients (Betas) for
Reading and Math Achievement on Family SES, Read-
ing (3), School SES (1-5) and School % W (1-5}
for Four Race-Sex Groups. ' .

WHITE BLACK
Boy Ginl Boy Girl
A 2 3 Ve
Méth Achievement
. - ¥ ¥
. Family SES: - .06 .08 .10 .26
. % ' %% . %% *
Reading (3) .28 .38 .23 .18
. ) . ’ . *
School SES (1-5) ~.09 .06 - -.0k .16
School % W (1-5) .36 2k .19 13
Reading - Achievement
Family SES . - .01 .02 .23 L1k
: ' %% T ' T %%
Reading_(3) .56 .53 _ A2 L8
R %
~ School SES (1-5) .23 G .01 .02
School % W {1-5) .03 -.05 .10 .02

% : %
Signirficant at .05 level; Significant at .0l level.
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than to those of any other sub—group; In math, boys of both races are
apparently more benefitted than are girls by attending majority white
schools, (Table 10.)

THE EFFECT OF TEACHERS ON THE CLASSROOM RACE-ACHIEVEMENT .RELATIONSHIP

One basic assumption of the current study is that potential bene~
fits of desegregation are mediated by attitudes and behavior of class-
room teachers, with little growth under poor teachers and much growth
under good teachers. We described in Chapter IT the ratings of teachers
by observers and the derivation from those ratings of three factor
scores labeled "human," "competent” and "fair." We will ncw examine the
relative influence of characteristics of teachers and school racial mix-
. on the achievement of pupils.

Table 11 shows the zero order correlations, for blacks and whites,
between teacher factor scores and measures of achievement. The correla-
tions were run both on indjvidual and classroom mean levels. With
teacher characteristics as the independent variable, the appropriate
dependent variables are classroom means. Howevér, in order to examine
the effect of cuwnulative racial experience on achievement, while re-
moving the effect of individual and group SES, the regressions must be
run on the individual level., TFor this reason the correlation matrix
shows coefficients for individual as well as classroom indices of
achievement.

At the classroom level, the only statistically significant corre-
lation is that between Humanness of teachers and growth in reading for
black pupils. At the individual level, 7 out of 15 correlaticns for
black pupils are statistically significant, four of these involving
reading. Analysis of variance confirmed the posgibility that style of
teaching contributed to black growth in reading: in the fall 17 percent
of the variance in black reafing scores was between classrooms; in the
spring 28 percent was between classrooms. It is plausible to infer
that the difference might be due at least in part to the influence of
teachers, ’ .

‘A multiple regression analysis was then performed of mean class-—
room reading achievement on teacher characteristics controlling on class-
room percentage white and mean SES and mean I§. Since the difference be-
tween two test scores iz known to be unreliable, the dependent variable
is not reading growth, fall to spring. Instead spring reading is the
dependent variable and fall reading is entered into the equations as an
independent variable. The resulis, shown in Table 12, indicate that con-
trolling on other variables does not diminish the teacher-pupil rela-
tlionship. Black pupils made significantly greater gains in reading under
Human teachers, but vhite pupils apparently did best imder teachers
labelled Competent.

With this evidence as to the imporvance of teaching style to the
. H
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TABLE 12: Standardized Regression Coefficients for Mean Classroom
Spring Reading Achievement Scores of Pupils on Characteristics
of their Teachers, by Race (Mean SES, I1Q, Fall Reading Scores,
ard Class Percent Vhite Entered in Equations).

White Pupils . Black Pupils

r 3 t-value =~ r 3 t-value

Mean Fall Reading (.89) AT 210 77 . 5.13

Mean IQ (.87) .13 2.5 (.63) .21t L1.hk

Class % White f.57) © .06 .60 (.17). .03 .29

Mean SES ) (.25) .00 .01 (.31) -.00 -.01
Teacher Dimensions

Human (-.08) =-.02  -.30 (%) .25 2.1

Competent (.30) .19° 2.53 (.18) .03 .32

Fair _ (.08) .02 32 (.02) -.16  -1.55

R® = .865 RS = .719

#
Significant at .05 level.

% '
Significant at .0} level,



TABLE 13: Standardized Regression Coefficients (Betas) for Measures of
Individual Achievement on Class % White (6) and Teacher
Characteristics, with Sex; Reading (3), Family SES, and Class
SES (6) Controlled. ;

 WHITE SAMPLE
Reading (6) GPA (6) Conduct (6) Attendance (6)

/ 2z )z /5

Class % White . Ok .05 .02 -.03

‘Teacher )
Human ,06 .09 b -.03 S
R : . : * '
Competent .09 L01 —.04 -.07 -

Fair , Ol .00 7 .05 J1h

BLACK SAMPLE
Reading (6) GPA (6) ° Comduct (6) Attendance (6) B

/3 z Z e

Class % Wnite L0y 0L .05 ' -.06
Teacher
®¥
Human _ .18 -.01 .10 -.08 .
%5 %
Competent J1h .00 -,11 0L
: ®%
Fair -, 02 .03 23 . .02

N .
Significant at ,05 level.

®#
Significant at ,01 level. . -




academic growth of this sample of children, we returned to individual
level anaiysis,'but entered the teacher factor scores into the edua—
tions, in addition to Sex, Reading (3), Family SES, Class SES and %
White. The results, shown in Table 13, show that whereas characteris-
tics of teachers contribute significantly to achiéevement in one out of
three chances, controlling on these characteristics does not change

the previovs finding of no significant rolation between class percentsge
white and reading score, GPA, conduct grade and attendance. Thus,

white children receive higher grades for academic subjects and conduct

* from luman teachers,. higher reading scores under Competent teachers,

and attend more regularly under Fair teachers, but class racial compo-~
sition has no effect on these measures of achievement. Similarly
racial composition is unrelated to the reading, GPA, conduct and st—
tendance of black children, whereas both Hummanness and Competence in
teaching contribute significantly to black reading scores and Fairness
to good marks in conduct. An interesting negative relation between con-
duct grade and teacher Competence also appears for black children.

We reporfed above that arithmetic was the only measure of achieve-
ment that proved to be significantly related to current racial composi-~
tion, when measures of social class and prior achievement are controlled.
I+ is therefore unfortunate that we are unable to test the effect on
this relationship of controlling on style of teaching. The math achieve-
ment test was given at the end of the fifth grade year, and we have no
data on the pre-sixth grade teachers of children in the sample.

The evidence of Table 13 therefore is that Hypothesis 3 must be
rejected for children of both races. No relationship between classroom
percentage vhite and available measures of achievement appears when
characteristics of teachers are controlled. On the other hand, with
classroom percent white controlled, teaching style is related to vari-
ous measures of achievement. The influence of the teacher-is—thus
greater than that of the racial composition of the school.

THE EFFECT OF INTERRACIAL POPULARITY

The fourth hypothesis of this study predicts that the relation
between school racial mix and achievement will be strongest when inter-
racial popularity is controlled. The rationale behind this prediction
is the assumption that unfriendliness of majority group classmates
would offset the potential benefit of integration., Table 14 shows
statistics with which to test this hypothesis. :

It is apparent that popularity with the other race contributes
nothing to the prediction of ieading achievement or conduct grads, but
. contributes significantly to the prediction of grade point average
and. attendance. However class percentage white is no more related to
these outcomes than it was when popularity score was not added to the
equations.  (See Table 8.) These Tindings apply equally to black and
vwhite children. Therefore Hypothesis U4 must be rejected: no relation-
ship erists between class vercentsge white and Reading Achievement, GPA,

65.
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TABLE 1k: Standardized Regression Coefficients (Betas) for Measures of
Achievement on Class % White, Interracial Popularity and
Four Other Independent Variables, by Race.

WHITE SAMPTLE :

Reading (6) GPA (6) Conduct (6) ~ Absences (6)

Sex -.06 J1h .29 -.13
Reading (3) .57 .51 .29 15
**
: Family SES .00 16 .06 .06
. * % .

Class SES .16 ~.03: -.00 .02
Class % W (6) . .00 .00 -.02 -.02
Popularity with : * : %

otlier Race 02 -12 . 00 -20

BLACX SAMPLE

Sex -.03 .19 .25 -.08

- *% KL
Reading .(3) : .50 .39 . .09 - .0k
Family SES il 1" -.03 AT
Class SES Mok -.16 .08 : .13
Class % W (6) . Ob .01 .01 .05
Popularity with ¥ ¥

other Race .07 A1 . 07 Jd2

¥
Significant at .05 level.

#3 : :
Significant at .01 level.




conduct grade, or attendance, regardless of whether or not we control
on interragial popularity.

Alternative explanations suggest themselves for the significant
relationship found between interracial popularity and GPA or attendance.
Either popularity encourages academic achievement and reguiarity of
attendance, or else status as an achiever and frequent interaction
(attendance) make for popularity. We are not able with the data at
hand to determine which mechanism is dominant. In either case it seems
that the relationship should be stronger for children in & minority
racial situation. . As a test of this supposition the regressions were
rerun for whites in majority black classrooms and for blacks in majority
white classrooms. The prediction is strongly supported. :

Table 15 shows that even with a more stringent control con abilitvy
(sixth grade IQ instead of third grade reading achievement), GPA and at-
tendance are significantly higher for white.students who are popular
with blacks, but this phenomenon is- especially noticesble in majority
black classrooms. For black students in majority white tlassrooms
GPA is related to interracial popularity at the .0l level. ILowever,
the attendance record of these children is related to their SES, rather
than to their popularity with whites.

 Thus, although we have not found that for children equally popu-
lar with the other race, grades and attendance are better in whiter
classrooms, we have found that for children in classroons of similer
racial mix, the more popular interracially will have better grades and
attendance. Moreover as the percentage of own race decreases, popu-—
larity with the other race apparcntlv becomes more crucilal to academic
performance. .




TABLE 15: MultiplevRegression Coefricients /%c%zs) for GPA and At-
tendance on Interracial Popularity and Four Other Independent
Variables, Overall and in Minority Group Situation, by Race.

WHITE CHILDREN BLACK CHILDREN
Majority , Majority
All ' Black All Black
. Classrooms Classrooms Classrooms Classrooms
Independent
Variables : . GPA
¥ *% %
Sex J1h A1 .18 .16
. %% %% X% *%
I .61 N A 4 .55 .45
. ®¥ ) . %
Family SES A7 L1k .08 .19
. C - L %% *¥% ®¥%
Class SES -.05 ~. b9 -.18 .22
Interracial ki ¥ _ *¥
; Popularity 02l _ +03, 17
!
ATTENDANCE
) ¥ *% :
Sex -.13 ~-.31 -.09 -.08
* ‘ * »%
Yamily SwS LOT. 07 ST .23
¥ »*%
Class SES : .05 ~.05 11 .23
e % %% ¥
Interracial .23 3h .12 .06
Popularity

%
. Significant at .05 level.

%
Significant at .01l level.




CHAPTER IV

CONCLUSION: IMPLICATIONS FOR RESEARCH AND PRACTICE

‘ The Tindings reviewed in the previous chapter indicate that
there is a posiitive relationship between school percentage white and

" academic achievement. However, several provisos must be added:

(1) The relation is more consistently significant if the inde-
" pendent varimble 1s cumulative, rather than current percentage
vhite. ’

(2) The relation is more consistently significant if the dependent
variable is muthematics, rather than other measures of achieve-
ment.

(3). The relation tends to disappear.when early achievement (ability ?)
is controlled.

(4) The relation tends to be stronger for white children than for
black children.

(S) Controlling on teacher characteristics or interracial popu-
larity has no effect on the relation {or lack of relation)
between racial mix and achievement.

What credibility do the findings deserve?- The chi squars tables
show a jump in the achievement of children of toth races in schools over
50 percent white, which suggests that the effect of racial context on
achievement mey in fact be greater than sppears in regression analysis
without correction for non-linearity. The stronger effect that appears
for cumulative than for current school percentage white is most plausi-
ble and may be one reason why many previous studies without long-term
measurement of racial experience found that desegregation per se made
little difference in achievenment.

The stronger effect of context on mathematics than on reading
might be because third grade reading achievement is a less appropriate
Time 1 control on later achievement in math than in reading. However,
the betas diminish with Reading (3) in the eguations almost as much .
vhen Math as when Reading is the dependent variable. The more likely
explanation of the greater effect for Math is (a) that at the fifth
grade level it is a school-learned skill, as compared with reading
that can be picked up at home, in libraries, or from. street signs, and
(b) that the teaching of Math is less effective in ghetto than in non-
ghetto schools, -

) The other measures of achievement availgble to this study are
also poor measures of schocl learning. IQ is supposed to measure native,
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ability rather than school achievement and may in fact measure social
class background more accurately than it measures either ability or
achievement. Marks in academic subjects (GPA) and conduct are infiu~
enced by the teachexr's attitudes and perceptions and are more or less
normzlized to the particular classroom. Atiendance is at best an indi-~
cator of liking for, rather than success at, school work, and in many
cases reflects heilth or distance from school ¢ family hour of rising,
rather than =ither of these. Thus, since 5 of the 6 measures of achieve-
ment are po¢- indicators of school learning, the lack of significant
relationship between independent and dependent variables in many tests
of the hypotheses should not detract from the importance of the signifi-
cant effect found in the case of mauhemutlcs.

However, a.hasty conclusion that racial context has more influ-
‘ence on the achievement of white than of black children could be an
"ecological fallacy," since a selective factor may be in part responsi-
ble. It is probable that, whereas housing discrimination and loyalty
locks black families of all social class levels in the ghetto,.most white
families vho remain in a racially changing neighborhood do so because
large Tamilies, illness, desertvion or poverty prevents them from moving.
In other words their SES may be lower than apprzars and this, rather than
the racial mix of the neighborhood, may explain the low achievement of
their children., Analysis of the sub-semple with more accurate and
more'powerful measures of SES did not reduce the relation for whites .
between school racial composition and achievement., - However, the stronger
effect for whites may still be due to unmeasured aspects of home back-
gromnd ond not ertirely to the @ifforantincl offect of cokhnool roce on

white and black children.

. The flndlngs of this study do not support those of Coleman, et al.
. (1966), the U. S. Commission (1967) or Wilson (1967) as to the importance
of school SES, as compared to family SES or school race, in explaining
achievement scores. Only for whites in reading is the relationship sig-
nificant and this relationship disappesrs for the more intensively
studied sub-sample. These resulls suggest that, in many studies with
weak measures of family background, School SES picks some of the vari-
ance that more powerful measures woula attribute to 1nd1v1dua1 back-
ground.

In view of the fact that the hypothesis of the study received
clearest support with mathematics as tlie dependent variable and also

in view of the important relation found between behavior of teacher

or peers and achievement, it is a pity that the only math score
available to the study was for the previous year--in other words under

a different teacher and possibly different peer group structure, Fubture
tests of the hypothesis should secure before and after measures of
several different school-learned skills and should attempt to relate
these not only to cumulative measures of classroom racial and SES com—
position, but also to cumulative meassures of the type of teaching and
peer group behavior to which individuals have been exposed. Such studies
should examine (as we did) the position of white or other ethnic group
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children who are isolated in mostly black classrooms, as well as that of
black children in majority white classrooms.

Some evidence has been found for the prop051t10n that the apa-~
demlc success of minority group children is contingent upon their ac-~
ceptance into the majority group peer structure. The evidence that
peer group popularity correlates with other types of status and that
unpopularity correlates with alienation from school (absenteeism)
points to the vulnerable position of thase low on several status di-
mensions and the need for teachers to learn how to intervene effectively
in support of whichever racial group is in the minority.

Perhaps the most important finding of the study 'is that dimen-
sions of teachers' behavior affect black and vhite children differently.
Desegregating school systems should pay greater attention.to the
selection and training of teachers assigned to their classrocms. An
attitude of optimism (expectancy of zcademic success) and human rela-
tions skill are apparently more important than subject competence in
raising the achievement of children, both those in the minority in
particular classrooms arnd those in the minority in our society.
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APPENDIX TABLE 1: Boston Schiools Enrolling 5-or More Negroes in
) Sixth Grade in.l967, by School SES and School
Percentage Negro. (Schools Designated by Letters.)

.. Schoal School Percentage Negro | Total
 _SES : 1-20 |_21-40 {h1-60 | 61-85 | 86-100 | City Sample
I (3)ju(2) (A (2) {HE (1)
, v (1) {BB (1) | I " (2)
Low 1 cc (b) (37 (2) (;i) (g)
DD {3)
EE (3)
A3 | @ v lr 6 x (@)
.B (1) K (&) {x (1) |ec (1) ' (2)
? LWy e Gy
M (3) NN (2)
N (3) 00 (3)
c (1) (0 (3){z (3) pp (1)
D (1) [P (3) , Q@ (1)
E(2) |g (2) ~ iRR (3)] | 8
3 1r@@ | @ ~ lss (2)|(33) (15)
g (2) fs (@ T (2)
H (2) us (1)
High b z ) 3 @)
Total In City |8 (14) [12 (32)|6 (10)}7 (17) {1l (28) | L7 (101)
In Sample |6 (12) | 4 (8) |3 (6) |2 (W) | 3 (6) | 18 (36)

*
One-sex

Note: -Number of Classrooms in parentheses; underlined
schools fell in semple.
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APPENDIX TABLE 2:

Frequency Distribution of Sample, by Race and

Classroom Percentage White.

Classroom - '

School Code % White # White # Black # Other Total #

E 1 93 27 2 0 29

F . 2 - 88 29 L 0 33

G 3 88 21 3 0 2k

G L 8L 21 4 0 25

E 5 83 2k 5 0 29

F 6 82 28 L 2 3k

A T 82 22 L 1 T T

A 8 81 21 4 1 26
Total- 8 81-100 193 30 L 227

7 9 . T 1k 5 0 19

I 10 71 17 6 1 24

A 11 69 18 8 0 26

T 12 67 16 T 1 2k

Q 13 66 21 11 0 32

Q 1k 66 21 9 2 32

T 15 €6 o1 11 0 32

H 16 - 64 14 6 2 22

H 17 6L 1k 8 0 22

Y 18 61 17 13 0 28

L 19 59 19 13 0 32

U 20 58. 1L 10 0 2k

D 21 55 18 1k 1 33

U 22 54 1k 9 3 26
Total 1k 51--80 - 238 128 10 376

I 23 48 11 12 0 23

AA 2k 40 12 18 1 31
% 25 30 8 12 7 27

AA 26 30 10 21 2 33

7 27 2k 8 15 10 33

Y 28 23 6 20 0 26
Total 6 21-50 55 98 20 173

[Continued]
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APPENDIX TABLE 2 (Cont,)

. Classroom .

School Code % White # White # Black # Other Total #
FF 29 15 L 18 5 27
FF 30 12 3 17 6 . 26
NN 31 8 2 22 0 2k
NN 32 L 1 23 1 25
JJ 33 L 1 24 1 26
JJ 3L 0 0 28 1 29
S8 35 0 0 11 0 11

. 85 36 0 0 13 0 13

. Total =~ * 8 ° 0-20 11 156 1k 181

Grand : .

Total 36 0-100 hot . .hlz 48 957
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APPENDIX TABLE 3; Freguency Distribution of Teacher Evaluation Scores
by -Characteristics (Major Observer).

Characteristic

Autocratic - Democratic
Aloof - Responsive

Dull - Stimulating
Partial - Fair, Generally
Partial - Fair, Racially
Unsympathetic - Understanding
Farsh - Kindly =
Inarticulate - Fluent
Uncertain - Confident
Disorganized - Systematic
Inflexible - Adaptable
Pessimistic - Optimistic

Narvow - Broud
Overall
Total N
Percent

Total Mean

| SCORE

1 2 3 b 6 7 Mean
3 7 3 u 3 10' 2 k.1
3 2 .2 7 T 8 N k.6
3 T 9 3 T 5 k.6
2 1 7 7 6 8 3 k.5
2 4 7 L 5 9 5.1
3 5 6 6 T 6 k.7
1 3 3 6 8 9 L 4.8
1 1 3 4 7 1 8 5.3
i 1 . 1 6+ 8 1k 5.6
2 1 2 5 8 .9 6 5.0
1 3 b 5 12 k k k.6
1 33 8 6 5 8 4.8
6 T g -8 3 4.8
5 L4 6 8 9 .3 4.6
18 32 57 82 92 108 179 468

LW 1% 12% 18% 20% 23% 15%
4.8

8l




»

‘TaAsT TO* aus Hw:WQNOﬁMﬁGMﬁm.%Hﬂd&ﬁ#mﬂﬂwpm:*, CTOABT 0°* oY} 1B JUBDTFTUSES hﬂﬁ@o«pmﬂﬂmpmp

42T - 482 %En  4LT : 4 B %8 %09 4ne ‘ B
0T ST 9 62* GE . T T g ST 9 L«89" S2 : 8100g TTBALAQ
%70 %2 46 422 417 492 | , % B30T
~ I 9 L2 19 STt €L €ge : : N TBIOL
1iT°. 7 T S LgM9T o2 . pPBOIG - MOIIBY
L T t 9 6 GeMlt 02 orgsTuredo ~ OTISTWISSSd
g2" € S 6 T WLe et oTqB3depY ~ STqIXSTIUL
e’ 1 1 T 6 L JReL oTqBWRSAg - PIZTUBBIOSTQ
g’ € 7 6 6. Lon” Ge QUSPTIUO) ~ UTBRIDOUN ‘
ST . H € 6 6 91" &2 . quenTd - 99BTNOTILBUL
O T 2T 8 ,,0L" G2 " ATpuTy |.£mnww n
£Of° _ c S 6 9 N9 o2 Surpusgsaspupn - oﬂpm:pdmahwnb
9T* T € g L - gt gt ATTeTO®Y ‘aTed - TBTIIBd
92 T I 6 9 4 9 T2 ATTeaousp ITRd ~ TETA4Bd
g2t g 8§ OT & .85 S SuryeTEI3s - TTOG
T RE* T 2 L 6 € Y R . aatsuodsay - JOOTV
e 2 S T 6 2 g gaa . 9T9BIOOWR([ = OTPBIDOINY
€+¥'2+ T+ oumeg a N ¢F f+ €% g% T+ sumg I N , §0T4STI930BIBYY
SUAAHASEO HOLVIW ANV .mmmmaoz A...S SHTAMASEO HONIW ANV HOLVH A.mv. .

*SIOYQON PUB SASAIISqQ JofBW (q) £q pue : .
¢ SI9AI2SQQ JOUTW Pus X0l (B8) £q sIsyoes] FO suoTyenteAg Juspusdspur Jo uostaedwo) it ATAVI XIANALAY

.
’~

Aruntoxt provided by Eric

E\.




APPENDIX TABLE 5: Teacher Background Characteristics.

AGE
(v = 34%)
20-29  32%
30-39 2L4%
Lo-k9 9%
50-59  26%
60-69 9%
SEX
(v = 36)
Male 61%

Female  39%

. ETHNIC
BACKGROUND

(v = 25%)"

Irish 79%
Other 21%

EXPERIENCE AS TEACHER

(W =35)
<l yr. 6%
" 1-2 yrs. 6%
2-5 yrs. 14%
6-10 yrs. 20%

11-15 yrs. 20%
16-20 yrs.” 11%
»21 yrs. ) 23%

HIGHER EDUCATION
(N = 33%)
B.A, only 9%
B.A, + 30%
M.A. 61%

PARENTAL SES
(v = 21%)

Blue Collar  L8%
White Collar 52%

HOPE FCR TRANSFER SOON?

(N = 29%)

.No, like it here

419

Yes, but like it here 14%
Yes, don't like it here 21%

Yes, to become.
administrator

2L%

EXPERIENCE THIS SCHOOL

(N = 357)
<1 yr. 20%
1-2 yrs. 25%
2-5 yrs. 23%
6~10 yrs. 20%
11-15 yrs. 3%
" 16-20 yrs.” 5%
"»21 yrs. 3%

ASSISTANT PRINCIPAL

(N = 36)
ves: 39%
no 61%

ELEMENTARY SCHOOL
*

(v = 287)
Boston Parochial 39%
Boston Publice 36%
Elsewhere 25%

*

Background informetion was unavailable
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[ . APPENDIX TABLE 6: Teachers' Average Evaluation Score, Overall
' : and on Three Dimensions, by Background
- ‘Characteristics.
Human Competent Fair Overall
f ' . N X N X N X N X

y Ethnic Background .

=

[os 3\

o\ O\

NP O

Irish (19) 4.1 (19) 5.0 (18) 5.1 (19) 4.
- Other - (15) 4.9 (15) k.9 (1) 4.8 - (15) b,
! Elementary échool ) '
Parochial (z0) 4,5 (10) 5.2 (10) 5.0 (10) L,
Public | (17) 4.6  (17) 5.0- ° (17) %.9 (17) &,
Parental SES : ’
White Collar (12) 4.5 (12) 5.5 . (12) &
Blue Collar (9) 5.4 (9). 5.6 (9) 5.
Sex o
Male (21) 4,9 (21) 5.4 {21) 5.1 (21) 5
Female (13) 3.9 (13) 5.2 (11) h.7 (14) 3
M.A. :
- Yes - “(19) k.7 (19) 5.3  (20) k.9  (19) 5
i Yo . (13) .0 (13) k4.6 (12) 4.6 (13) 3
- Experience - : ' '
L . High (12) k.0 (12) 4.8  (12) k.7 (7) &
- : Medium ' (14) 5.6 (12) 5.0 {14) 5.5 (14) 5
) Low (9) 3.1 (8) ko0 (8) 1.5 (12) 3
j Tenure .
- High (3) k.0 (3) k.0 (3) 5.3 (3) 4
£ Medium () v (1) b (7) 5.4 (8) 5
i Low (25) 4.0 (24) L.6  (25) 4.8  (24) &
ET Assistant Principal X .
@ Yes (z3) k.2 {13} 5.0 (13) k4.5 (13) k.
‘No (21) 4.8 (21) 5.1 (20) 5.0 (23) 4,
Hope for Transfer : :
Yes (17) .5  (17) 5.1 (18) b.7 (17) 4
No . (11) v.9  (11) 5.1 (21) ».9  (11) &
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APPENDIX TABLE T: Teacher'Average'EValuation Score, Overall and
on Three Dimensions, by School Social Context.

SCHOOL CONTEXT _ HUMAN  COMPETENT . FAIR _OVERALL
Score X X N N
Middle, Class; 1 3 _ 1
Ylhite; Blacks 2 1 1 L
Out of District 3 2 1 1 1
L 1 T 2 2
5 6 b 2
6 2 L 2 5
T 1 3
x=3.9 x=k.6 x=4.8 x=h4.2
Lower Class; 1
Majority 2 2 1l
White 3 1 1
- b 2 ! L 2
5 1 1 1 b
6 2 3 2 1
T ’ 1
Syl 0 »=4,0  xel.s Tx=h, 8
Lower Class; 1 1
Majority 2 1 :
Black 3 1 1 1
L 1 1 1
5 3 2 1
6 L 1 2 “2 -
T 1 1
x=4.8 x=5.5 x=4.9 x=5.2
Predominantly 1 :
Black 2 1 1
3 1 2
4 3 3 1 2
5 1 1
6 2 1 1 1
T 2 1
x=4.3 x=h,2 x=5.3 x=k4.5
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